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Abstract
This study examines teachers’ perspectives and experiences with civics and 
citizenship education (CCE) in secondary school classrooms in NSW. It 
investigates the pedagogical approaches of teachers of History and 
Geography in CCE and the ways in which technology is used in teaching 
practice. It is a study based on qualitative research methods and design. The 
research methodology adopts a multiple case study approach that 
incorporates an action research orientation. Sixteen teachers participated in 
the study in five NSW secondary schools.
The research findings revealed that teachers approached CCE with reference 
to the NSW syllabus in a diverse range of ways. These approaches were 
categorised as follows: empathetic, rights and responsibilities based, values 
based, community based, and critically inquiring. While teachers tended to 
adopt a mix of these approaches in classroom teaching practice, the above 
approaches were discemable. Teaching approaches to CCE depended on 
several factors including school context, levels of student literacy and 
language skills, access to technology, and length of teaching experience. The 
research revealed the complex nature of the challenges facing CCE teachers 
in response to changing contemporary local, national and international 
events. The findings identify a continuing need for pre-service training, in- 
service training and professional development in CCE for secondary school 
teachers.
Data gathered on teachers’ use of technology in classroom teaching showed 
differences in the pedagogical approaches adopted by CCE teachers in 
different schools. Differences in teaching approaches were shaped by 
teachers’ access to equipment and facilities, communication networks, and 
maintenance and support of technology for classroom teaching. The ‘digital 
divide’ revealed by the data influenced the ways in which participating 
teachers approached the use of technology for classroom teaching. The wider 
opportunities that existed in some schools to engage technology appeared to 
extend teacher’s ability to build knowledge of content and teaching (KCT)
and knowledge of students and content (KSC) with respect to the use of 
technology. Limited and unequal access to technology for classroom 
teaching practice holds implications for the development of teachers’ 
pedagogical content knowledge (PCK). A technological ‘digital divide’ has 
the potential to be mirrored in a ‘pedagogical divide’ in approaches to 
teaching with varied possibilities and outcomes for teachers and students in 
different schools.
In addition to investigating existing teaching practice, in secondary schools 
this study explored different pedagogical approaches to CCE in the 
classroom. The action research orientation adopted relied on the earlier 
investigation of classroom practice with participating teachers. The methods 
that were applied combined authoritative expert content (AEC), instructional 
strategies, and video technology. The study explored the perceived impact of 
these methods on teacher knowledge and student knowledge in classroom 
settings. The research design facilitated the use of AEC in classrooms with 
participating teachers and over 800 secondary school students from 2002- 
2005.
Participating teachers perceived student involvement with AEC in the 
classroom as beneficial to student motivation and knowledge building in 
civics and citizenship within the NSW syllabus. The impact of AEC on 
teacher knowledge suggested an enhancement of teacher content knowledge 
with particular emphasis on specialised content knowledge (SCK) in CCE. 
Teacher’s participation in the study was perceived to have enhanced 
pedagogical content knowledge (PCK) in CCE to some extent. The 
pedagogical methods based on AEC and the use of video technology 
demonstrated a capacity to stimulate learning and build knowledge through 
collaborative teaching partnerships in CCE.
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Chapter One
Civics and Citizenship Education: Authoritative Expert Content and 
Communications Technology in the Classroom
1.1 Introduction
The concept of civic literacy transcends geographical, cultural and 
ideological boundaries. Governments, policy makers and educators have for 
centuries viewed the capacity of citizens to make sense of, and participate in 
civic society as a fundamental component of viable democracy. It is 
substantially through education that citizens respond and adapt to the 
processes of democratic change in progress. Evidence suggests, however, 
that community knowledge and understanding of democratic systems and 
how they function is weak (Patrick, 1999; Crick, 2000; Print, Ornstrom and 
Nielson, 2002). Research also indicates the decline of community 
willingness to engage political processes including voting and electing 
representative governments, especially among young people (Print 1995; 
Tomey-Purta, Schwille and Amadeo, 1999; Torney-Purta, Lehmann, Oswald 
and Schultz, 2001; Mellor, Kennedy and Greenwood, 2002; Print, Saha and 
Edwards, 2005; Gill and Howard, 2006; Clarke, 2007).
The fragmentation of communities in response to social and technological 
change has led to declining levels of interpersonal trust and confidence in 
political processes. According to some, this phenomenon has diminished the 
representative nature of democratic societies in many parts of the world 
(Putnam, 2000). This problem is exacerbated by the apparent generation gap 
in civic knowledge that has emerged in the United Kingdom, the United 
States of America, Europe, Australia, and parts of Asia (Civics Expert 
Group, 1994; Parker and Deane, 1997; OECD, 1997; McAllister, 1998; 
Wilkins, 1999, 2003; Print and Smith, 2000; MCEETYA, 2006; Joint Senate 
Standing Committee, 2007). Although more young people in Western
1
democracies may be experiencing longer periods of education than in the 
past, there is widespread apprehension about whether education fulfills the 
role it needs to in developing knowledge and understanding of political 
systems and civic participation. To meet these circumstances, more creative 
engagement with young people is needed to build civic knowledge, and to 
develop the skills for active citizenship (Kalantzis, 1995; Foster, 1995; Print 
and Saha, 2006).
In response to a perceived erosion of civic knowledge and engagement, 
scholars worldwide have called for the development of a better 
understanding of the dimensions of civic literacy. In Galston’s view, this 
encompasses:
the willingness and ability to engage in public discourse and evaluate the
performance of those in office (Galston, 1991, p. 227).
The literature shows a strong interrelationship between an individual’s 
knowledge of public affairs and civic participation. Low levels of political 
knowledge correlate, for example, with low voter turnout (Putnam, 2000; 
New Zealand Electoral Commission, 1996; McAllister, 1998). The 
measurable dimensions of civic literacy include the ability to manifest 
political knowledge, as well as a willingness to participate in civic dialogue 
(Milner, 2002). Within the framework of civic literacy, the competent citizen 
is understood to be the knowledgeable citizen, who is capable of and pre­
disposed to engaging civic activity. In understanding the requirements of 
civic literacy, a clear conceptualisation is needed of the kind of knowledge 
and skills required to exercise the responsibilities of citizenship. It is widely 
recognised that in acquiring this knowledge and proficiency, civics and 
citizenship education (CCE) has a critical role to play (Kennedy, Watts and 
McDonald, 1993; Print, 1996; Cogan and Derricott, 2000; Parker, 2003; 
Boon-Yee Sim, 2006). The potential effects of CCE extend to enhancing 
familiarity with factual content about civic arrangements, as well as 
developing students’ proficiency to participate in civic discourse. This study
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is concerned with both aspects of CCE as it takes place with teachers in 
secondary school classrooms.
In Australia there is a small, but growing body of scholarly inquiry into CCE 
in schools (Print, 1997; McCallister, 1998; Gill and Reid, 1999; Mellor, 
Kennedy and Greenwood, 2001; Jimenez, 2001; Print, Saha, and Edwards, 
2005; Gill and Howard, 2006; Mellor, 2006). Very limited research has been 
undertaken, however, to determine how CCE teachers approach classroom 
learning in practice (Haddon, 2001; Jimenez, 2001; Foster, 2005). The 
research undertaken continues to suggest that knowledge of subject matter in 
CCE remains low for both students and teachers (Torney-Purta, Richardson 
and Barber, 2005; Print and Saha, 2006; MCEETYA, 2006; Joint Senate 
Standing Committee, 2007). Despite an emerging international interest in 
CCE, current research in classrooms and schools in Australia remains 
limited. This is especially so in the case of research that specifically 
examines teaching approaches and methods in CCE that involve the use of 
technology in classroom learning.
From the early 1990s, a range of audio-visual video programs was produced 
to support CCE in secondary schools across Australia (Parliamentary 
Education Office, 1991, 1997; Australian Electoral Commission 1996; 
Catholic Education Office, 2000). As digital technologies began to emerge in 
the mid to late 1990s, new forms of learning resources were developed with 
computer based CD-ROM technology to support new kinds of interactive 
learning in the classroom. At a national level, the Discovering Democracy 
CD-ROM resource was produced and distributed to primary and secondary 
schools as part of an Australian Government initiative under the Civics and 
Citizenship program (Curriculum Corporation, 1998). From 1997-2004 this 
initiative provided $32 million in funding to develop curriculum resources 
and support teachers’ professional development in CCE. Evaluation studies 
suggested however, that the beneficial impact of this initiative was 
diminished by restricted access to equipment, facilities, infrastructure and
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know-how to support learning with technology in school classrooms (Erebus 
Consulting Group, 1999; Hogan and Fearnley-Sander, 1999; Tudball, 
Forsyth and Brown, 2000). The use and impact of technology on learning in 
the Field of CCE remains largely unknown and uncertain. Contemporary 
research is needed to enable a deeper understanding of CCE teachers’ 
approaches to, and use of technology in classroom practice. Such research 
can serve to identify better ways for the appropriate and effective use of 
technology to build knowledge and understanding in CCE (Print, Moroz and 
Reynolds, 2000; Carter, Ditchbum and Bennett. 1999).
As Cuban describes, a reform agenda developed from the early 1980s that 
was directed to a common goal of creating access to new technologies in 
schools. Implicit in this agenda was the assumption of the * slow-revolution 
which claimed that small changes accumulating steadily will create a gradual 
transformation in how teachers teach (Cuban, 2001). This incremental view 
rested on the belief that technological change in the larger society inexorably 
shapes all institutions, including schools. Cuban points to the shortcomings 
posed by ‘the slow-revolution’ and the technological determinism that it 
embedded. It is preferable and vital, in his view for decision-makers and 
educators working with technology:
to examine the assumptions propelling reform through 
technology. It is now time to ask: How do these monies help us 
to achieve our larger social and civic goals? In what ways can 
teachers use technology to create better communities and build 
strong citizens? (Cuban 2001, p 183)
Any such examination primarily requires knowledge and understanding of 
contemporary teaching practice and of how technology is practically adopted 
and applied in classrooms. To locate this inquiry in secondary schools in the 
field of CCE further research is called for in Australia and other countries.
All research in schools must afford adequate weight to the discretion of 
individual teachers as ‘gatekeepers’ of their classrooms. It is teachers who 
make primary choices about teaching practice, including how to use
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technology. Evidence suggests that teachers are highly selective in their daily 
use of technology, choosing resources they can adapt most easily to 
traditional practice (Cuban 2001). If policy makers and administrators are to 
achieve a better understanding of teacher’s experience and perspectives on 
their work, ongoing research is needed to precisely identify how this work 
occurs, the conditions under which it occurs, and how teachers decide to 
adopt technology. As Cuban elaborates, future research calls for inquiry into 
ways in which teachers can engage in the deliberations, design, deployment, 
and implementation of technology plans (Cuban 2001). The evidence 
suggests that new technologies are more likely to be effectively deployed 
when they can:
Create a deeper understanding of complex concepts by 
integrating different disciplines through work on individual and 
group projects (Cuban 2001, p 15).
Guided by the above approach this research study investigates CCE teachers’ 
use of technology in the classroom and explores different pedagogical 
methods that engage individual and collaborative group participation. Using 
methods that integrate different disciplinary expertise and viewpoint using 
digital video technology, the study has sought to explore new methods of 
learning in CCE in secondary schools.
The study examines the real-life situations faced by participating teachers 
responsible for building civic literacy on a day-to -day basis. By gathering 
qualitative data through teacher interviews and observations of classroom 
teaching, this study reflects on teaching practice in civics and citizenship in 
NSW secondary schools, and how technology is used in the classroom. The 
thesis presents the results of the qualitative data gathered in interviews from 
16 teachers in five NSW secondary schools from 2002-2005 on teachers’ 
perspectives and approaches to CCE. It provides a descriptive analysis of the 
classroom observations conducted with teachers in the field that offers 
insight into the concrete situations facing teachers in the task of building 
civic literacy with secondary school students.
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The study further investigates how technology is adopted in secondary 
school classrooms by exploring the use of different pedagogical methods that 
combine specialist subject content, instructional strategies and digital video 
technology. By bringing specialised subject content to the classroom using 
video technology new ways of perceiving and engaging teaching practice in 
CCE were made possible. The action research orientation underlying the 
research design enabled the researcher to collaborate with participating 
teachers as co-teachers and co-learners in CCE in secondary school 
classrooms. These informal teaching partnerships centred on classroom 
learning activities based on segments of specialised subject content chosen 
by teachers for use with different classes of students. This aspect of the 
research inquiry was directed to gaining a deeper understanding of how 
technology is approached in teaching practice, and the impact of exploratory 
teaching methods that combined specialised subject content with digital 
video for classroom teaching. The study aimed to explore new ways of 
building knowledge in CCE by developing and using audio-visual resources 
based on what is termed ‘authoritative expert content’. ‘Authoritative expert 
content’ (AEC) is defined as content whose source derives from recognised, 
experienced, and authoritative practitioners in relevant fields of subject 
matter knowledge.
The multimedia resources developed for this study relied on the AEC created 
from the voluntary participation of expert scholars and experienced 
practitioners. The audio-visual content in the four DVD programs contained 
at Appendices 9.1; 10.1; 11.1; and 12.1 of the thesis demonstrate what is 
meant by AEC. These Appendices include the following four programs 
based on AEC: Global Governance; Global Citizenship; the 1975 Dismissal; 
and Democracy and Active Citizenship. These programs illustrate how expert 
practitioners with specialised knowledge of civic arrangements and the 
Australian democratic system can collaboratively contribute to the process of 
knowledge building consistently with syllabus learning outcomes. For
6
example, teachers in this study were required to teach the history of 
Australia’s indigenous peoples and the concepts of human rights. Noel 
Pearson is a recognized, experienced and authoritative source of content 
knowledge relevant to both these syllabus-based learning areas. His views on 
topics of learning offer a disciplinary expert knowledge of a specialised kind 
with respect to indigenous history and human rights protection. This kind of 
content constitutes AEC.
Similarly, the syllabus requires a knowledge and understanding of 
democratic values and the Australian Constitution. Murray Gleeson AC, 
former Chief Justice of the High Court of Australia, is widely acknowledged 
as an authoritative source of subject matter knowledge in this field. His 
views present a refined specialist knowledge and understanding of 
Australia’s democratic system of direct relevance to knowledge building in 
CCE. The audio-visual content recorded with Dr Pat Turner, Professor Hilary 
Charlesworth, Professor Elaine Thompson, Professor Leslie Zines and Dr 
Kris Walker likewise provides a diverse source of interdisciplinary viewpoint 
on such syllabus topics as Global Citizenship and Laws in a Global World. 
These examples illustrate what is meant by ‘authoritative expert content’ 
(AEC) as defined above.
The methods and approaches applied to the production and use of AEC 
placed emphasis on anchored learning settings to situate cognition 
(Cognition and Technology Group at Vanderbilt, 1990). Methods focused on 
syllabus learning outcomes, and were organised around authentic tasks 
involving group dialogue with a stated purpose (Brown et al, 1989). The 
multimedia learning environments built in classrooms aimed to be generative 
in nature: they sought to build knowledge through dialogic exchange 
between participating teachers, students and expert contributors. The creation 
and adoption of AEC offered a pathway for mentorship and knowledge 
building among teachers, students, and disciplinary experts from ‘the 
outside’. A discussion of the theoretical foundations surrounding the use of
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AEC as a pedagogical method is set out in Chapter 2. The methods, 
approaches and instructional strategies adopted in classroom teaching are 
detailed in Chapter 4, and Appendices 9-12 of the thesis.
The case studies were conducted with an action based approach to inquiry. 
This inquiry took place in schools from 2002-2005 and involved the 
participation of 16 teachers of History and Geography, and over 800 
secondary school students. Multimedia resources (text and video) were 
produced base on AEC to support learning in four different areas identified 
by the NSW syllabus: Democracy and Active Citizenship, The 1975 
Dismissal, Global Citizenship and Global Governance (Appendices 9-12). In 
collaboration with participating teachers, these resources were adopted for 
teaching in 70 classes of Geography and History with students of civics and 
citizenship in Years 8 to 10.
The production of the resources was based on collaborative partnerships 
formed with expert contributors motivated to support learning in CCE in 
schools. Their collective involvement allowed for the production of 
specialised subject content to share with teachers and students in class. This 
content imparted the knowledge and understanding of various expert 
contributors across several disciplines. By bringing audio-visual AEC into 
the classroom using digital video technology, new opportunities were made 
available for learning with a community of experienced practitioners from 
different disciplines and perspectives.
Diverse communities are evolving worldwide to construct knowledge and 
communicate information in civics education in response to rapid social and 
technological change. The confluence of globalisation, de-colonisation, 
migration, multi-culturalism, economics, politics and technology continues to 
shape knowledge among communities globally. Bromley’s research into 
cross-national trends in civic education from 1970-2008 suggests a 
transformation of teaching practice has occurred over this period, which has
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imbued teaching practice with a ‘contemporary cosmopolitanism’:
In sum, contemporary cosmopolitanism includes two main 
emphases, universalism in the form of global citizenship and human 
rights, and diversity, in the form of celebrating heterogenous social 
groups and promoting equal rights for divergent groups. (Bromley 
2009, p 35).
Bromley’s analysis highlights the tensions that arise with contemporary 
cosmopolitanism when the dual concepts of universalism and diversity 
conflict:
Although cosmopolitan theories tend to share a focus on 
increasing universalism and diversity worldwide, scholars 
diverge dramatically in their analysis of the mechanisms that 
create global interconnectedness, and the implications of the 
emergence of a global society (Bromley Pg 40).
While Bromley’s research was conducted in mainly European schools, it 
demonstrates a shift in emphasis from depicting society as a group within an 
homogenous nation-state, towards an emphasis on common humanity and 
social diversity (Bromley 2009).
In this study the above emphases were directly reflected in the NSW syllabus 
for civics and citizenship that guided the teaching practice of all teacher 
participants. Consistent with the trends that Bromley identifies, the syllabus 
called for awareness, knowledge and understanding of human rights, ‘global 
citizenship’ and ‘global governance’ (NSW Board of Studies 2001). Given 
the vastly different perspectives on what these terms mean, a critical and 
inquiring approach to learning was assumed for the study. For instance, many 
scholars, writers and educators view ‘global governance’ as a form of trans­
national government that can uphold and protect human rights and democratic 
values. For others, its implications are uncertain and may result in less 
democratic freedoms or diminished dynamism in world society (Meyer et al 
1997). Diverse interdisciplinary perspectives were accordingly sought in 
developing specialised subject matter content during Stage Three of the study. 
Different and contrary viewpoints were designed to assist understanding
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about the divergence between what ‘is’ in real life, as distinct from what 
‘should be’ in such complex learning areas as ‘global citizenship’. Multiple 
perspectives also made clear to those viewing that not all ‘experts’ or ‘non­
experts’ agreed on certain concepts, issues and their implications. Through 
the collaborative participation of expert practitioners, new learning 
opportunities were created that inquired into problems and issues arising in 
selected topics and mandatory learning areas under the syllabus. The process 
undertaken relied on diverse perspectives and viewpoints in constructing and 
interpreting subject matter content (Kahne et al 2008; Bromley 2008).
Research into teaching practice and professional development in CCE is able 
to draw from a substantial body of literature that highlights the benefits of 
professional learning communities (Cochran-Smith and Lyle, 1999; 
Lieberman, 2000; Hargraves, 2003; Snow-Gerano, 2004; Chan and Pang, 
2006; Grossman et al, 2009). Such communities of practice ameliorate the 
traditional isolation of teachers from others, and allow teachers to become 
part of a culture of inquiry. Contact through a partnership approach can 
deepen an inquiry stance toward teaching practice. As Snow-Gerono 
identifies there are benefits of teacher collaboration where inquiry-based 
studies create dialogue and build communities outside the school context. For 
systematic, intentional teacher inquiry to succeed as a pathway for teacher 
development, she argues that two important shifts need to be taken into 
account; a shift to community and a shift to uncertainty. The shift to 
community encourages open dialogue and critique in ‘safe’ learning 
environments that recognise and understand the tensions when questions and 
uncertainty arise within communities of practice:
Professional learning communities created opportunities for 
dialogue which also made it safe to ask questions and work in a 
community where uncertainty was not only valued, but 
supported (Snow-Gerono 2004, p. 241).
As Snow-Gerano further elaborates, professional learning communities for 
teacher development also need to be analysed for the insights they bring to
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teacher education, professional development and educational change (Snow- 
Gerono 2004). Chapter 8 of this thesis seeks to analyse the data gathered 
from the professional learning community of teachers that participated in this 
study. These data were sourced from qualitative interviews on teachers’ 
experiences as members of a secondary school community of practice in 
CCE. The methods applied to the development, and use of the resources 
based on AEC attempted to create multimedia learning environments where 
students and teachers could interact with the multiple perspectives of expert 
viewpoint using digital video. By bringing this multi-sensory audio-visual 
medium into the classroom, new interactive relationships were made possible 
with the application of focused instructional strategies. The collaborative and 
participatory engagement with AEC enabled new communities of practice in 
CCE to evolve over time.
1.2 Civics and Citizenship in New South Wales Secondary Schools
At the commencement of this study, civics and citizenship formed part of the 
mandatory curriculum for secondary school students in NSW. The Board of 
Studies syllabus for NSW secondary schools embedded civics and 
citizenship within the two subjects of History and Geography. Students 
across NSW were required to sit a compulsory civics and citizenship 
examination at the conclusion of Year 10.
For the purposes of this study the term ‘civics and citizenship’ was defined 
with direct reference to the NSW syllabus. This required knowledge of 
political history, constitutional systems, the role and powers of government, 
the judicial system and democratic processes. In addition to this knowledge 
base the term encompassed the skills, values and attitudes necessary for 
active civic participation (Print, 2001; Macintyre, 1995; Mellor and Brennan, 
1996).
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The contemporary meaning of civics and citizenship encompassed a local, 
national and global dimension (IEA Survey, 2001; Kennedy, 1998; Print, 
1997; Hahn, 1998a, 1998b; Tomey-Purta, Schwüle and Amadeo, 1999). This 
was explicitly touched upon and reflected in the NSW syllabus. The 
definition of civics and citizenship devised by the NSW Board of Studies 
provided merely a framework, in the context of the more elaborate meanings 
developed by scholars and commentators in the field (Gilbert, 1992; Foster, 
1995; O’Loughlin, 1997; Gill and Howard, 2006). Nonetheless, the broad 
definitional framework provided by the NSW syllabus provided teachers 
with a flexible scaffold from which they could approach key learning areas in 
CCE.
The curriculum perspective of the study was concerned to investigate what 
was intended to happen, and what actually did happen in secondary school 
classrooms. A key focus of this perspective was on how the curriculum and 
syllabus were conceived and viewed by teachers in the subjects of History 
and Geography (Boon-Yee Sim, 2006). Civics and citizenship was not 
treated as a single entity within the Geography syllabus, but flowed ‘from 
the study of key features of Australia’s physical and human geography’. 
Learning objectives under the syllabus included the development of 
knowledge, understanding, values, attitudes, and skills to participate as 
informed citizens in a global world. Under the NSW syllabus, Geography 
teachers were responsible to assist students to ‘develop informed and 
responsible attitudes towards people, cultures, societies and environments’ 
with a commitment to ‘a just society, and informed and active citizenship’ 
(Board of Studies NSW, 2003).
In common with the Geography syllabus, the History syllabus did not treat 
civics and citizenship as a separate entity. According to the History syllabus, 
civics and citizenship flowed ‘from the study of key features of Australia’s 
political, social, and cultural history’. Similar emphasis was placed on the 
development of civic values, attitudes, and a commitment to ‘informed and
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active citizenship’. In the subject of History CCE teachers were responsible 
for assisting students understand ‘how we govern ourselves and what role 
we can play as active citizens in a democracy’ (Board of Studies NSW, 
2003b). In meeting the above learning objectives, teachers of both History 
and Geography were guided by the Board of Studies Citizenship Education 
Framework for K-12 which contains definitions of key terms and concepts 
including democracy, justice, changing rules and laws, ethics, equality, rights 
and responsibilities. The placement of the syllabus for civics and citizenship 
across the two subjects of History and Geography meant that teachers were 
predisposed to identify themselves as either teachers of History and 
Geography, or both. More than half of the teachers participating in the study 
held teaching responsibilities in both subject areas. For the purposes of this 
thesis participating teachers are referred to as CCE teachers.
13  Aims
This study focused on teaching practice in CCE with specific reference to the 
four research questions identified in Chapter Three of the thesis. It has 
investigated how teachers conceptualise and teach civics and citizenship with 
secondary school students. It has analysed how CCE occurred with teachers 
in classrooms, and how technology was used to support classroom learning. 
The research aimed to provide a better understanding of contemporary 
teaching practice in civics and citizenship through a case study analysis of 
teachers’ approaches to CCE, classroom teaching practice and the 
collaborative exploration of different pedagogical methods supported by 
digital video technology.
Cross-national studies have for decades confirmed low levels of student 
knowledge, confidence and interest in formal political processes, 
organisations and activities. A high degree of political disengagement and 
cynicism remains prevalent among youth in a large number of western 
democracies (Hahn, 1998a, 1998b; Tomey-Purta, 2001; Parker, 2003;
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Wilkins, 2003). In Australia, research studies continue to confirm young 
people’s lack of knowledge and understanding of fundamental democratic 
concepts and government arrangements (Civics Expert Group, 1994; Print, 
1997; Jimenez, 2001; Print, Saha and Edwards, 2005; Williams, 2007). 
Through the adoption of resources based on AEC that specifically focused on 
civics and citizenship, this study sought to discover new ways to support 
CCE in circumstances where a deficit in civic knowledge had been 
identified.
It was anticipated that the active participation of teachers and students would 
lead to new insights into how to develop and enhance classroom learning in 
CCE using multimedia applications. The direct engagement of teachers and 
students provided a practical way to reflect on the impact of multi-sensory 
AEC and the use of video technology. Teachers’ responses and attitudes to 
AEC in real-life classrooms enabled a deeper understanding of how different 
methods of teaching can afford new learning opportunities with technology. 
The study explores the use of AEC as a learning tool for both students and 
teachers of civics and citizenship. It examines the perceived impact of AEC 
on student knowledge of subject content in CCE, and on teachers’ 
pedagogical content knowledge (PCK) in CCE. It investigates the extent to 
which expert contributors can collaborate in building knowledge in CCE 
when imported into the learning process with video technology. The research 
examines the use of AEC as a method to support teacher professional 
development in CCE. By adopting a critical, and emancipatory perspective 
the study has sought to explore ways of improving teaching practice. As 
Hooley (2005) highlights, the benefits of research that come with such a 
perspective can be far reaching:
Not only will the actual products of research influence society, but the very act 
of participation and reflection on ideas and themes will encourage the 
researchers to challenge their own values and beliefs (Hooley, 2005, p.34).
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A more detailed discussion of the specific research objectives is set out 
below with reference to the role of the teacher, the use of technology, and the 
multimedia resources developed and adopted based on AEC.
1.3.1 The role of the teacher
A key focus of the study was on the contemporary phenomena of how 
teachers approached and taught CCE, and how teachers responded to 
different approaches with technology in teaching practice. The study aimed 
to identify the diverse contexts, and approaches to teaching civics and 
citizenship in secondary schools. Data were gathered from teachers as the 
primary object of inquiry. The inquiry into the role of the CCE teacher in 
teaching practice was conducted over six years of research and involved 
interviews, classroom observations, school observations, collaboration with 
participating teachers and co-teaching activities with AEC and video 
technology. The study aimed to investigate teachers’ approaches to CCE, and 
their perceptions of the impact of the methods using AEC. As discussed in 
Chapter 8, this process of inquiry served to stimulate deliberative refection 
on teaching practice and the role of the teacher in CCE among various 
participants.
By focusing on the ‘naturalist’ nature of teaching practice, the qualitative 
research undertaken explored how teachers in secondary schools 
conceptualised and practiced CCE. (Miles and Huberman 1994). Its 
practically grounded approach enabled a closer understanding of how 
teachers perceived civics and citizenship and how they taught it in secondary 
school classrooms. As detailed in Chapter 3, knowledge and familiarity with 
teachers' approaches in CCE guided the development and classroom use of 
AEC with DVD/video in later stages of the research (Figure 1).
Teacher and student involvement with AEC in real-life classroom situations 
allowed for a deeper and authentic understanding of how technology is used
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in classroom teaching. Teacher involvement provided understanding of how 
to promote student learning in specific situations involving a variety of 
different student needs and abilities. Through collaborative exchange and 
information sharing with participating CCE teachers multimedia resources 
using AEC were produced for the purpose of building knowledge of civics 
and citizenship (Appendices 9-12). As detailed in Chapter 4 teachers’ 
insights into teaching practice influenced the methods developed and adopted 
to facilitate learning in civics and citizenship in selected classrooms during 
Stages Three and Four of the research (Figure 1). The data gathered from 
participating teachers in interviews, informal discussions and from classroom 
observations informed both the development and use of the multimedia 
resources based on AEC.
The research relied on the exchange of teacher knowledge between 
participating CCE teachers and the researcher. By attending to the conceptual 
and practical aspects associated with teaching civics and citizenship, teaching 
practice was placed at the centre of the investigation. Participating teachers 
provided the lens through which the researcher could observe and experience 
daily classroom practice in secondary schools. In Stages One and Two of the 
research teachers became primary subjects of inquiry, with the researcher 
‘looking in’ on daily teaching practice. By sharing teacher knowledge of 
content and students (KCS), and how technology could be used in real life 
teaching practice, teachers guided the researcher’s understanding of how 
CCE was enacted in secondary school classrooms.
Stages Three and Four of the research marked as shift in the roles of 
participating teachers and the researcher as collaborative co-teaching 
partnerships were formed. The co-teaching activities adopted in Stage Four 
were the result of the informal partnerships that arose between the researcher 
and participating teachers. This collaborative effort concentrated on 
developing appropriate teaching methods using technology in the classroom, 
and reflective teaching practice in CCE (Grossman, Hammemess, and
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McDonald, 2009). Teacher participation in the study enabled the use of AEC 
with over 800 secondary school students in Years 8, 9 and 10. The study 
presents an appraisal of the impact of AEC in the course of investigating 
teachers’ responses to its classroom use.
The use of technology in the classroom depends upon the willingness and 
commitment of teachers to configure the demands on their time and skills in 
innovative and lateral ways. As Kimbera and Wyatt-Smith suggest:
Basic prerequisites for such action include the teacher’s epistemic knowledge of 
learning theories, familiarity with a range of technological applications, and 
willingness to experiment and step outside comfort zones and take risks 
(Kimbera and Wyatt-Smith, 1996, p. 20).
These fundamental prerequisites were met by participating CCE teachers, 
whose willingness to contribute to the research into teaching practice played 
a central role. This role extended to co-teaching activities using AEC with 
secondary school students with a diverse range of backgrounds. In common 
with the researcher, teachers adopted the roles of co-learner, and co-teacher 
in jointly exploring different pedagogical methods in the field of CCE.
The researcher was motivated to learn how the different strands of teacher 
knowledge in CCE were manifest in the classroom. Participating teachers 
were motivated to encounter the specialised subject matter content created 
for civics and citizenship with AEC. Each shared a commitment to discover 
‘what works’ in teaching practice and how it could be enhanced. As Cuban 
explains, however, the risks attached to innovative teaching practice and 
change create predictable dilemmas of their own for teachers in situations 
where values come into conflict in teaching practice.
For instance, most urban educators want students to score well on state tests 
....Yet educators also want teachers to go beyond covering content and skills 
on tests- to teach in ambitious ways that gets students to ask questions, 
inquire into topics and enjoy learning.’ .(Cuban, 2010: 198)
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Such conflicting values require teachers to make choices about how much 
time and resources can be spent on trying to fulfil desired, but competing 
values. Central to the determination of this primary balance is the teacher and 
his, or her professional knowledge, skills, experience, personality, 
professional identity, motivation, and access to technology. The dynamic role 
of the teacher within this study was influenced by each of these factors. 
Participating teachers uniformly demonstrated common commitment to 
extending their professional knowledge, and a willingness to explore new 
ways for their students to critically discuss and enjoy learning in CCE. As 
discussed in Chapter 3, participating teachers in this study assumed the 
characteristics of ‘change agents’ within their local communities of teaching 
practice.
Participating teachers acted as decision-makers in choosing the DVD/video 
programs and segments of most relevance to the learning needs of their 
students. They acted as consultants and colleagues on a range of matters 
including topic areas chosen, subject matter content to be used, student 
characteristics, different learning abilities, special needs of students, 
instructional design of lesson plans, student worksheets, and organisational 
matters arising with scheduling, venues and the practical use of technology in 
the classroom. Teachers guided the researcher in developing appropriate 
pedagogical approaches to support learning with different groups of students 
with different abilities and backgrounds. Their comments and suggestions 
accordingly influenced the instructional strategies for classroom teaching 
activities.
Simple interactive learning activities were designed for each teaching session 
(Appendices 9.4, 10.5, 11.5 and 12.5). Students’ written worksheets were 
collected at the completion of each class and informally reviewed with 
participating teachers. Teachers’ participation was manifest in multiple 
activities including arranging and attending meetings, previewing class 
lesson plans and worksheets, scheduling teaching sessions, locating venues
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and managing technology in the classroom. Participating teachers provided a 
pathway for the researcher to engage with students of different aptitudes, 
abilities and backgrounds in real-life situations. Each teacher took 
responsibility for introducing the researcher to their students, and moderated 
student responses in class. A co-teaching approach was adopted which 
allowed for direct communication and exchange between researcher, teacher, 
expert contributor and student. Within this interactive learning environment, 
all stakeholders were engaged in building, exchanging and sharing 
knowledge about civics and citizenship through learning activities based on 
AEC. Discussions with teachers followed the review of students’ written 
responses to worksheet activities. This informal exchange provided a rich 
source of information, which fed an iterative cycle of reflection, review, and 
refinement of the resources adopted in classrooms.
The role of the teacher in the action phase of the research is fully detailed in 
Chapter 6 which presents a detailed descriptive analysis of the teaching 
approaches adopted during Stage Four. Teacher involvement with the study 
provided opportunities for teachers’ to self-direct their professional 
development with others beyond the ‘isolation’ of the classroom (Snow- 
Gerano 2005; Grossman et al. 2009). The presence of professional peers and 
experts contributors encouraged participants to reflect on teacher knowledge 
as they encountered the specialised subject content experienced and 
considered different instructional methods. The research process opened the 
way for participating teachers and the researcher to assume the role of 
reflective practitioner. As detailed in Chapter 8, the data gathered in final 
teacher interviews conducted in Stage Five of the study provided evidence of 
this emerging role.
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1.3.2 Technology and Classroom Teaching
A primary aspect of the study involved producing and distributing AEC 
using video technology with teachers and students from different schools. 
Choosing the appropriate technological platform for the use of audio-visual 
AEC in real-life settings was constrained by a range of practical 
considerations and limiting factors. A fundamental consideration was each 
teacher’s access to facilities, equipment, space and technical support 
necessary for multimedia learning in the classroom.
At the commencement of classroom observations in 2002, only two schools 
had computer facilities and networks that reliably facilitated the use of the 
Internet and interactive computer programs for group learning in the 
classroom. Although the other three schools provided their students with 
some access to the Internet and computer systems, this access was restricted. 
Greater reliance was placed on the use of analogue video (VHS) over digital 
video disc (DVD) technology for teaching in these classroom settings. Given 
the circumstances it was not feasible to develop and use computer-based 
learning tools with on-line applications for classroom learning with AEC. 
Despite the advantages that computer technologies offered in terms of 
interactive student centred learning, a computer-based platform was not 
practicable for the purpose of this study. This was due to the varying contexts 
of the different schools from which participating teachers were drawn, and 
the way in which technology was customarily applied to classroom teaching 
in these different schools. For audio-visual AEC to be made available to all 
participating teachers schools, a common and accessible technology platform 
was needed. At the time of classroom observations in 2002 several teachers 
relied solely on analogue VHS video technology for use in teaching with 
audio-visual content. The choice of both VHS and DVD video formats was 
necessary to secure the practical involvement of all teachers in different 
schools. Both video formats were consequently adopted.
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The choice of video technology enabled the presentation of AEC in all 
classrooms using either a television monitor or screen projector linked to 
either a video or DVD player. Available facilities and the physical space of 
each classroom determined whether a screen projector was adopted for 
classroom presentation of AEC. Wherever possible, the technology was 
adapted in each school in a way that afforded the most convenient access to 
AEC for teachers and students. In schools where no screen projector was 
available, a portable screen projector was brought to class where space and 
technical infrastructure permitted. This approach sought to provide a 
common method for communicating AEC for the purposes of the study.
Although video may be characterised by some as a peripheral tool within the 
scope of contemporary technologies, it is nonetheless a widely used and 
powerful communications device, with considerable potential to enable 
learning outcomes.. Without the use of the digital video technology adopted, 
the conversational audio-visual dialogue based on AEC between students, 
teachers, expert practitioners and the researcher would not have been 
possible. Digital video technology enabled new methods to be developed and 
adopted with the capacity to motivate student interest, and build knowledge 
in civics and citizenship through shared involvement in a community of 
teaching practice. The shifting directions of technology were apparent 
throughout the course of the study. Over time, for example, a greater use of 
DVD was made in all schools as access to DVD equipment and facilities 
rolled out.
Within the temporal parameters of real-life classrooms, the study attempted 
to locate methods and approaches to learning that could endure across 
changing technological platforms. By affording new learning experiences 
using AEC, the study sought to discover different methods and ways to 
enhance teaching practice in civics and citizenship. It provided a lens through 
which to observe the use of communications technology in classrooms
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through its investigation of the impact of AEC on CCE teachers and their 
secondary school students.
1.3.3 Multimedia Resources based on Authoritative Expert Content
In this study ‘multimedia resources based on AEC ’ refers to the combination 
of the digital video content sourced from expert contributors, printed support 
materials and the instructional strategies designed to facilitate classroom 
learning activities (Appendices 9-12). The different components that make 
up the multimedia resources are mutually interdependent and are explained 
fully in Chapter Four of the thesis. By combining video with focused 
instructional strategies, the study sought to create active, conversational and 
collaborative learning settings for students and teachers of civics and 
citizenship. This inquiry aimed to investigate the perceived impact of AEC 
on students and teacher’s knowledge and understanding of subject content in 
civics and citizenship.
From 2003-2005 the multimedia resources produced for this study were used 
for classroom teaching with 16 participating teachers in 70 classes of over 
800 students from Years 8 to 10. The resources are contained as Appendices 
to the thesis and include four DVD programs on areas of study relevant to 
civics and citizenship and the NSW syllabus (Appendix 9.1; Appendix 10.1, 
Appendix 11; Appendix 12.1). Each DVD program presented different 
viewpoints of expert practitioners in the field of CCE. Each was supported 
with printed materials that included Lesson Plans, Student Worksheets and 
Review Overheads. Printed instructional guides were also provided to help 
teachers to navigate the use of AEC with video technology in the classroom. 
The use of video technology for classroom teaching relied on a structured 
and organised set of instructional strategies and methods (Reimann and 
Goodyear, 2004). These were developed in consultation with participating 
teachers, following teacher interviews in Stage One and classroom 
observations in Stage Two. The research aimed to encourage students to
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interactively engage expert viewpoint through classroom discussion, written 
activities and group dialogue. It is essential to emphasise in this context that 
the four DVD programs produced formed only one component of the 
multimedia resources adopted in classrooms. The DVDs are not intended for 
stand-alone viewing. While the specialised expert content contained on 
DVD/video, formed an integral element of classroom teaching experiences, 
its use as a learning tool relied on a combination of disciplinary expert 
knowledge of recorded contributors with teacher knowledge to facilitate 
student learning in the classroom (Appendices 9-12).
1.4 Practitioner-Based Research with AEC
1.4.1 Background to Research with AEC
The investigation of AEC as a method for building knowledge in CCE can be 
characterised as a form of practitioner-based research concerned with 
improving methods of teaching and uncovering new knowledge regarding 
‘what works’ in teaching practice (Aspland et al., 2000). The researcher first 
conceived the methods for using audio-visual AEC as a university teacher of 
undergraduate students of law and social science (Innes, 2010). The 
Millennium Dilemma resource was constructed using AEC to build 
knowledge and stimulate learning with diverse expert viewpoint, 
perspectives and comment. The Millennium Dilemma theme was chosen for 
the resource in response to contemporary interest in the viability of an 
Australian republic, and coincided with an historic referendum in 1999 under 
Section 128 of the Australian Constitution. The Millennium Dilemma 
resource commenced production in 1996 with a Challenge Grant from Vice- 
Chancellor Ken McKinnon, University of Wollongong. The resource was 
extended to provide for Internet teaching and learning in 1999 following 
funding from the Australian Government Committee for University Teaching 
and Staff Development. This supported a production team, which included a 
camera operator, an editor, two computer programmers, and an Internet
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project manager. Specialised subject content was sourced from disciplinary 
experts, and practitioners using analogue video technology, while a web 
interface was constructed using digital computer technology.
Between 1996-2000 thirty interviews were filmed, and transcribed with 
authoritative Australian historians, a State Governor, two former Governors- 
General, judges, lawyers, legal academics, social researchers, and political 
scientists (Innes, 1998). Each contributor offered expertise and specialised 
subject matter knowledge with reference to prescribed learning objectives for 
undergraduate students of law and political science. Interview methods 
provided for contributors’ views to be gathered, and fed back for correction 
if required. These views were shared and exchanged with other contributors 
for analysis and response. In this way an active, and open-ended dialogue 
was created between knowledgeable experts in relevant subject areas.
From 1995-1997 five video programs with accompanying instructional 
materials were produced on:
• Australia’s Constitution: What does it do? Where does it come from?
• An Australian Republic?
• Federal and State Powers
• Fundamental Human Rights
• Constitutional Futures.
Each video was approximately 40 minutes in length, and contained at least 
three short segments. This format was designed to facilitate interactive class 
discussion on chosen topics of interest with reference to specific subject areas. 
The Millennium Dilemma resource comprised the video series, a text book 
with printed transcripts of interviews, instructional materials and web-based 
learning activities (Innes, 2000). The resources were explicitly designed to 
supplement rather than replace existing course offerings. The resources were 
expressly designed to supplement rather than replace existing course offerings.
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The video series and accompanying printed text of expert interviews was 
widely distributed to universities, libraries and schools. The Millennium 
Dilemma website offered students question and answer tutorial guides, full 
text transcripts of interview, references for research, and web links for 
exploration. The website launch occurred prior to the advent of Web 2.0, and 
the level of interactivity with video content was restricted by the technological 
constraints of the era. The use of AEC was confined to text and visual stills on 
the Internet, while video was predominantly used in classroom teaching, and 
as an off-line library resource for student-centred learning.
The teacher’s role in using AEC in lectures and seminars was to facilitate 
interactive class discussion of video segments selected by students within the 
time allocated. This teaching approach allowed students to review, compare 
and critique viewpoints in a dynamic group setting and real-life context. The 
combination of video, text and discussion aimed to support knowledge 
building in specialised content areas, and develop communication skills in 
complex fields of law. Under the cognitive apprenticeship of knowledgeable 
contributors in the field, undergraduate students were encouraged to discuss 
and critically investigate the topics and issues (Collins et al., 1991). The 
diversity of viewpoint prompted students to understand that that there can be 
no ‘correct’ meaning or ‘right’ answer to many problems to be solved. The use 
of different media permitted different ‘affordances’ for learning (Laurillard et 
al., 2000). Audio-visual video content ‘afforded’ seeing and listening to subject 
content with expert commentary as well as opportunities for self-paced 
learning and choice of topic area. Internet based strategies permitted student- 
centred research and inquiry. The methods and approaches used to develop the 
resource were grounded by a constructivist approach to learning (Becker and 
Varelas 1995: 433). This proposed that learning environments should support 
multiple perspectives, together with experience-based activities in ‘real world 
contexts’ (Bednar et al. 1992: 25). The Millennium Dilemma resource 
encouraged an ‘intentional learning approach' (Bereiter and Scardamalia 1989, 
pg 363), which relied on the central role of the teacher to set the learning
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context, facilitate group discussion, and provide student feedback.
1.4.2 Reflective Teaching Practice and Evaluation of AEC in Undergraduate 
Teaching
In 2001 a teaching evaluation of the Millennium Dilemma resource was 
undertaken to identify the impact of the resource on learning outcomes for 
undergraduate students, and the nature of this impact (Innes and Sims 2001). 
The evaluation adopted a learning centered framework that involved a 
reflective review of the learning experience (Alexander and Hedberg 1994). 
The evaluation gathered data about students’ attitudes to the various 
components of the resource made available. Survey methods were used to 
gather functional and qualitative data from a sample of 112 undergraduate 
students of public law. Responses from Open-ended research questions 
provided the basis for understanding the learning effects recorded in relation 
to the use of AEC. Responses from students were sought on the impact of 
AEC, and what might be improved.
Survey results indicated positive and tangible learning effects from the use of 
video and AEC in the classroom. Seventy one percent of students indicated 
that the video content provided either a moderate, or significant contribution to 
learning. Most students reported higher levels of knowledge and 
understanding in designated topic areas Self-perceived confidence levels 
among students were higher following engagement with AEC (Innes and Sims 
2001). Thirty four percent of responses identified the expert comment to be 
most valuable component of the resource. Within this group students valued 
aspects such as: ‘real personalities exploring things in context’, ‘hearing and 
seeing experts who cannot be found anywhere else’, ‘hearing expert 
comments and conflicting viewpoints on the issues’, ‘providing something the 
textbook cannot’, ‘the fact you can access it from home’, and ‘the breadth and 
variety of expert comments’ (Innes and Sims, 2001). Student responses 
suggested that AEC enhanced motivation and knowledge building. In terms of
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criticisms and improvements 14% of responses identified defects in the search 
tools and the absence of audio-visual content on-line. Another problem 
identified was the need to provide more than just expert commentary to situate 
the subject matter in a clearer context in terms of course objectives. The need 
for updated and more comprehensive web links to other related sites was 
identified as another area for improvement. The process of evaluation enabled 
a critical and reflective review of the methods adopted with AEC in a cycle of 
action inquiry that examined students’ responses and reflected on these 
responses with reference to learning theories and the use of interactive 
narrative (Duffy and Jonassen 1992; Plowman, 1998; DeLaurillard et al., 
2000).
1.4.3 The JJse of AEC in Secondary Schools
Anecdotal feedback and comments from school teachers and educators who 
had encountered the Millennium Dilemma resource indicated that the AEC had 
played a constructive role in explaining basic and complex concepts to do with 
Australia’s civic arrangements and democratic systems. Given the deficit of 
civic knowledge identified by longstanding research (Print, 2001; O’Loughlin, 
1997) consideration was given to possibility of exploring the use of AEC with 
teachers and students in secondary schools. To conducting this inquiry, it was 
necessary to produce additional content with expert contributors with specific 
reference to the learning objectives contained within the NSW syllabus for 
CCE at secondary school level. The instructional methods developed in 
university teaching could not merely be transferred to secondary school 
classrooms. Rather, methods previously developed had to be revised and 
substantially adapted to meet the learning needs of less experienced students 
of CCE.
Most of the AEC used in secondary schools during this research was sourced 
exclusively for the purpose of the study. Where appropriate, however,
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previously recorded content from the Millennium Dilemma resource was 
incorporated for the production of the DVD/videos used in secondary schools. 
The construction of interview questions for expert contributors included 
explicit reference to the learning outcomes expressed by the NSW syllabus for 
civics and citizenship. Expert contributors were asked to express viewpoints 
that spoke directly to audiences of young people from 13 to 15 years of age. 
For example, on the syllabus topic known as ‘global governance’, expert 
contributors were asked, to simply identify the three most important 
international laws in a global world. This simple method demonstrated the 
diverse nature of multiple expert viewpoints, as different contributors 
nominated different global laws within the field of international law. The 
methods used for the production and adoption of AEC in secondary school 
classrooms are comprehensively discussed in Chapter Four.
1.5 Participatory Action Research
The study has a participatory action research (PAR) orientation (Reason and 
Bradbury, 2001), which is diagrammatically represented in Figure 2. As 
elaborated in Chapter Three, the study has attempted to investigate teaching 
in CCE with video technology as part of a collaborative, experiential and 
action-based inquiry. It has explored different ways of approaching CCE 
through co-teaching partnerships that allowed for iterative review and critical 
reflection of classroom teaching practice. The core of the study was situated 
in a paradigm of action research. It was concerned with identifying how 
teaching takes place in CCE, and how the adoption of different methods of 
learning might support CCE teachers in the field. As O’Brien explains:
Action research is known by many other names, including participatory 
research, collaborative inquiry, emancipatory research, action learning, and 
contextual action research, but all are variations on a theme. Put simply, action 
research is ‘learning by doing’ -  a group of people identifies a problem, does 
something to resolve it, sees how successful their efforts were, and, if not 
satisfied, tries again (O’Brien, 1998, p. 56).
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This ‘learning by doing approach’ formed an integral part of the action 
research undertaken. The research embraced co-teaching partnerships with 
teachers in secondary schools in a two-way learning inquiry made possible 
by a common commitment to reflective teaching practice in CCE. In Stage 
Four of the study the researcher was involved in a cyclical process of 
investigating teacher knowledge of content and teaching (KCT), and teacher 
knowledge of students and teaching (KST). This process was undertaken in 
partnership with teachers in secondary schools and involved adapting and 
refining instructional methods, and reflecting on classroom teaching practice 
on a regular class-by-class basis. Each cycle of review and reflection was 
designed on four basic steps: planning, action, observation, and reflection. As 
data were collected and analysed, findings informed the development and 
refinement of classroom teaching approaches. Once necessary changes and 
adjustments were implemented, the process began another cycle. In this way 
classroom teaching methods were adapted and refined over time.
Reflective analysis was further incorporated at each level of the DVD/video 
production process including: pre-production research; construction of 
interview questions; recording contributors’ viewpoints in interview; review 
of transcripts from contributors’ interviews; and compilation of diverse and 
multi-faceted viewpoints in the editing process with reference to topic. As 
each layer of AEC was built, its components were analysed, reviewed and 
systematically refined. As Winter observes, social reality is consensually 
validated, and shared through language in which phenomena are 
conceptualized in dialogue (Winter 1989). The constituent elements that 
made up the dialogue of the AEC sourced for this study were either 
complimentary or in opposition to each other to enable multiple 
interpretations within a pluralist and cosmopolitan framework. The 
production methods and principles that guided the development and use of 
AEC in schools are more comprehensively explained in Chapter 4.
Reflexive research seeks to understand how changing worlds are constructed
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while at the same time providing the researcher with the opportunity to learn. 
Reflexivity can be defined as:
The capacity to locate one’s research activity in the same social world as the 
phenomena being studied and to explain the nature of research within the 
same framework as is used to theorize about the objects of study (Reid 
2004).
In the choices made throughout this research the researcher has attempted to 
maintain high standards of reflexivity, openness and transparency. As Steier 
points out, as researchers we act as teachers:
Constructionist research programs that take issues of reflexivity seriously 
necessarily become programs of collaborative learning (Steier, 1995, p. 27).
Theory has informed practice throughout this study in a continuous and 
transformative cycle as epistemological perspectives were integrated with the 
practicalities of teaching in secondary schools. The researcher’s theoretical 
and practical knowledge of teaching practice was enhanced with each action 
cycle that occurred with teachers in individual classrooms. The participatory 
action research orientation that was adopted sought to complement the 
structured and procedural orientation of the case study method. Both 
approaches located the study within the broad spectrum of human activity for 
social progress that claims a humanist perspective, and a commitment to 
reflective teaching practice.
1.6 Chapter Overview
This introductory chapter is followed by a review of the literature. Chapter 
Two situates the study in the field of civics and citizenship education (CCE), 
and identifies a body of research that highlights the need for more effective 
strategies to build both teacher and student knowledge in CCE. It examines 
relevant literature in the field and the theoretical influences that have formed 
and shaped the study. It focuses on the ways in which the study is grounded
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in a constructivist approach to pedagogy, and the development of student- 
centred learning activities based on constructivist principles.
Chapter Two explains how the concepts of subject matter knowledge (SMK) 
and pedagogical content knowledge (PCK) relate to the study undertaken, 
and the research analysis. Chapter Two identifies teachers and their 
pedagogical approaches as the critical component in the effective use of 
technology in the classroom (Cox, Webb, Abbott, Blakeley, Beauchamp and 
Rhodes, 2004b). It emphasises the central role of the teacher as decision­
maker when choosing how technology is adopted in teaching practice. 
Chapter Two outlines the background to the practitioner-based research 
undertaken involving the use of AEC in secondary school teaching. It 
identifies the theoretical influences from the field of instructional design and 
educational technology which have shaped the study. Chapter Two further 
defines the concept of AEC, and elaborates upon the theoretical perspectives 
that underpin its application as a pedagogical tool.
Chapter Three sets out the research design and methodology. This chapter 
discusses why the case study method was chosen, and why qualitative 
research was carried out. It explains the PAR orientation to the investigation 
into real-life classroom teaching practice and its capacity to offer new 
pathways for collaborative exchange with CCE teachers. Chapter Three 
explains the research design of the study and the six separate stages of 
research activity undertaken (Figure 1). These include: theoretical and 
preparatory research; teacher interviews; classroom observations; DVD/ 
video production; use of AEC in classroom teaching; impact appraisal; 
analysis and reflections (Figure 1). Most importantly Chapter Three sets out 
the four primary research questions that focus the study. In this chapter each 
research stage of activity is discussed with reference to these questions and 
the PAR framework adopted (Figure 2).
Chapter Four examines how classroom learning environments were
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constructed in civics and citizenship using AEC and video technology 
(Figure 3). It sets out the design framework adopted to create DVD/video 
resources based on AEC and explains the combination of instructional 
methods adopted in classroom teaching practice in Stage Four of the study 
(Figure 4). This chapter explains how the resources based on AEC were 
conceived, designed and produced. It articulates the methods employed for 
the production of AEC to support teaching practice in CCE. Chapter Four 
reflects on the use of these pedagogical methods as a way to facilitate 
interactive learning in the classroom using authentic real-life context. It 
highlights the value of building deliberative and rich learning environments 
to extend knowledge of subject content in civics and citizenship.
Chapter Five investigates the various ways in which participating teachers 
conceptualised and approached CCE in the classroom. It begins by 
identifying the different school contexts of the five NSW secondary schools 
in which participating teachers were located. It presents an analysis of the 
characteristics of these different schools (Table 1). It describes and analyses 
the data gathered from participating teachers on how they conceptualise 
civics and citizenship, and how they approach teaching in the classroom. It 
presents a typology of the teaching approaches identified from the research 
findings (Table 2).
Chapter Six presents the findings arising from observations of teaching 
practice, and the use of technology in the classroom. The data from teacher 
interviews are compared and cross-analysed with the observations gathered 
from real-life classroom settings to gain a more complete understanding of 
how CCE teachers engaged with students in the classroom (Table 3). Chapter 
6 investigates the different ways in which teachers adopted multimedia 
technology to support student learning (Table 4). Chapter Six contains a 
descriptive analysis of the unanticipated problems and issues that emerged 
from observations of contemporary teaching practice in CCE, including the 
use of technology.
32
Chapter Seven considers the perceived impact of AEC on teachers and 
secondary school students (Table 5). It presents the findings gathered from 
final teacher interviews, and analyses the qualitative data on teachers 
perceived impact of AEC on students in the classroom (Table 6). Chapter 
Seven places emphasis on the centrality of the teacher in facilitating learning 
with technology in the classroom. It reflects on the use of AEC as a distinct 
pedagogical approach to knowledge building in CCE.
Chapter Eight analyses the research findings on the perceived impact of AEC 
on teacher knowledge. This chapter explores the possible use of AEC as a 
learning tool for teachers’ professional development. It examines teachers’ 
open-ended responses and reflections on the impact of AEC on teacher 
knowledge in civics and citizenship (Table 7). Chapter Eight reviews the 
perceived benefits derived from teacher’s participation in the study in terms 
of professional development and reflective teaching practice.
Chapter Nine presents the inferences and conclusions drawn from the 
findings arising from the primary research questions set out in Chapter 
Three. It summarises the teaching approaches that emerged in the field, and 
the ways in which technology is used in classrooms to teach civics and 
citizenship. Chapter Nine discusses the findings that identify the apparent 
‘digital divide’ between teachers in different schools where access to 
technology for classroom learning varied significantly. The implications of 
this divide on teachers’ pedagogical content knowledge (PCK) are raised for 
consideration. Chapter Nine reflects on how the methods based on AEC 
could better enhance knowledge building in secondary schools. It 
contemplates the possibilities for collaborative learning strategies that 
support students and teachers as designers and producers of AEC with the 
capacity to generate new communities of teaching practice in CCE. Chapter 
Nine reflects on the benefits derived from developing collaborative
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partnerships between teachers, schools, students, and universities for the 
purposes of CCE.
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Chapter Two
Building Knowledge in Civics and Citizenship: Literature Review
2.1 Introduction
This chapter reviews the literature with reference to key areas of the research 
inquiry: civics and citizenship education, constructivism in education, 
teacher knowledge, and pedagogy and technology. It defines the meaning of 
civics and citizenship for teachers and students with regard to the NSW 
secondary school syllabus. It outlines the ways in which a constructivist 
perspective has shaped the study. Chapter Two seeks to impart a better 
understanding of the theoretical foundations that form the basis of the study. 
It investigates what is meant by teacher knowledge and the conceptualisation 
of subject matter knowledge (SMK) and pedagogical content knowledge 
(PCK) in teaching practice. It explains the theoretical influences that have 
influenced the concept of AEC and its application as method for building 
knowledge in CCE.
2.2 Civic Literacy in Australia
The voluntary commitment of citizens has long been recognised to depend 
on education that builds knowledge about democratic society and the 
principles and values that guide it. The importance of education in the 
development of active, knowledgeable and reflective citizens has been well 
articulated in the past. As Dewey expressed in 1916:
A society which is mobile, which is full of channels for distribution of a 
change occurring anywhere, must see to it that its members are educated 
to personal initiative and adaptability. Otherwise, they will be 
overwhelmed by the changes in which they are caught and whose 
significance or connections they do not perceive (Dewey, 1966, p. 87).
In a contemporary and changing world CCE has a significant role to play in 
developing civic literacy among young people as they move towards active
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democratic participation (Kennedy, Watts and McDonald, 1993; Yates, 
1995; Print, 1996; Crick, 2000; Print, Moroz and Reynolds, 2001). Civic 
literacy is concerned with building the knowledge and skills needed to 
engage the role as citizen within a democratic society. The roots of the 
expression ‘civic literacy’ lie in the Latin term for community, civis, from 
which the word ‘citizen’ is also derived (Milner, 2002). While defining the 
boundaries of civics education may be complex and varied, it is 
internationally recognised to be a vital component to ensuring the civic 
literacy of school students (Bromley, 2009). Civic literacy extends to 
developing the skills necessary to participate in civil society (Civics Experts 
Group, 1994; Kennedy, Watts and Macdonald, 1993; Print, Grey, Gore and 
Hughes, 1997; Hudson and Kane, 2000). The meaning attributed to CCE in 
this study draws from the fundamental concept of civic literacy.
In Australia, the meaning of CCE is delineated by the definitions and 
learning objectives provided under curricula and syllabi prescribed by 
different State and Territory government departments. In NSW, the syllabus 
for civics and citizenship extends to include knowledge of political history, 
constitutional systems, the role of government, the powers of government, 
the judicial system and democratic processes (Board of Studies NSW, 2003a, 
2003b, 2007). In addition to developing a broad knowledge base, the NSW 
syllabus encompasses the skills, values and attitudes students needed for 
active civic participation. At the time of research similar approaches to CCE 
were reflected in the school curricula and syllabi in most other Australian 
States and Territories (Gill and Howard, 2000).
The Australian Federal Government has traditionally supported initiatives, 
policies and programs for CCE in schools with focus at a national level, 
(DEEWR, 2008; Curriculum Corporation, 2008; Values Education, 2008). In 
April 1999, the tenth Ministerial Council on Education, Employment, 
Training and Youth Affairs took place in Adelaide. This led to the agreement 
among State, Territory and Commonwealth Ministers of Education to a
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Declaration of new National Goals for Schooling in the Twenty-First 
Century (MCEETYA, 1999). Goal 1.3 of the Declaration provides that:
Students should have the capacity to exercise judgment and 
responsibility in matters of morality, ethics and social justice, and the 
capacity to make sense of their world, to think about how things got to be 
the way they are, to make rational and informed decisions about their 
lives and to accept responsibility for their own actions.
Further, Goal 1.4 specifies that when students leave school they 
should be:
Active and informed citizens with an understanding and appreciation of 
Australia’s system of government and civic life.
The above goals were consistent with the NSW syllabus and overseas trends 
that highlight viewing civics and citizenship in the context of a dynamic 
global world (Bromley 2009). In common with other research in the field, 
this study has viewed CCE as requiring a multi-layered approach to local, 
national and international experience (Kennedy, 1998; Print, 1997; Hahn, 
1998a; Torney-Purta, Schwille and Amadeo, 1999).
During the 1990s, a resurgence of interest in CCE in Australia was evident in 
the development of State and Federal government policies, and in academic 
research being undertaken in civics education. Curriculum reform was 
undertaken in schools across Australia to include some form of CCE as a 
mandatory component of learning for students. Major reforms were 
instigated at State and Federal level following the final report of the Civics 
Expert Group in 1994 (Civics Expert Group, 1994). By 1997 the Federal 
Government had developed and launched the Discovering Democracy 
multimedia resource to promote civic literacy in primary and secondary 
schools across Australia (Curriculum Corporation, 1998; Erebus Consulting 
Group, 1999). Interest in CCE was further stimulated in 1999 with a national 
referendum on the question of an Australian republic, and a new preamble to 
the Constitution. A substantial amount of educational content was authored 
and distributed by the Curriculum Corporation, which continues to offer
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curriculum support in CCE to teachers nationally. The educational initiatives 
implemented received renewed interest towards the end of the decade with 
Australia’s Centenary of Federation in 2001. While the above national policy 
developments and initiatives assisted to promote CCE, schools in Australia 
are predominantly governed by State and Territory educational authorities. 
CCE is essentially determined by teachers in schools, with reference to the 
different State and Territory laws, rules, regulations, curricula and syllabi 
these authorities prescribe. How CCE is practically taught in different 
Australian schools and classrooms remains a subject area for ongoing 
research. Although this study was focused on teaching practice under the 
NSW syllabus, its findings hope to shed light on the nature of contemporary 
teaching practice in civics and citizenship more broadly. The study inquires 
into generic issues that arise in CCE, and how technology might be used to 
build knowledge and understanding in new ways.
Over the past decade, the literature has identified a range of concerns in 
relation to low knowledge of subject matter in CCE among Australian 
teachers and students (Kennedy, 1998; Mellor, 1998; Gill and Reid, 1999; 
Haddon, 2000; Print, Moroz and Reynolds, 2001; Jimenez, 2001; Mellor, 
2005; Print and Saha, 2006). Findings from the 2001 IEA survey suggested 
that only half of the Australian students sampled had a grasp of the essential 
pre-conditions of what makes a democracy function (Mellor, Kennedy and 
Greenwood, 2002). While Australian students showed a comparatively 
greater facility with interpretive skills than they did with content knowledge 
items, the research indicates that a knowledge deficit remained in relation to 
key concepts and knowledge of subject content in CCE. In 1994 the Civics 
Expert Group identified a distinct lack of knowledge in primary learning 
areas including democracy, human rights, constitutional arrangements and 
systems of international governance (Civics Expert Group, 1994; Mellor, 
Kennedy and Greenwood, 2002; Print, Saha and Edwards, 2005; Tudball, 
2005). Other research indicates that teachers’ knowledge of subject matter
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and capacity to teach in the above subject areas has been perceived as weak 
(Print and Craven, 1998; Print, Moroz and Reynolds, 2000). As Mellor, 
Kennedy and Greenwood point out:
Teachers acknowledge weaknesses in their capacity to teach economic issues, 
judicial systems, international organisations, trade unions, national constitutions 
and state political institutions. Explicit training and curriculum materials are 
needed to support learning in these areas (Mellor, Kennedy and Greenwood, 
2002).
The development of teacher knowledge relies on effective programs for 
teacher training and in-service professional development if teachers are to 
acquire the knowledge, skills and motivation to effectively engage CCE. The 
literature calls for different methods and approaches to assist teachers 
develop teacher knowledge in CCE that responds to student learning needs in 
a contemporary changing global world (Mellor, 2005; Print and Saha, 2006).
23  Civic Literacy and Technology in the Classroom
From 1991-2001 a variety of multimedia resources were developed in 
Australia using audio-visual video and CD-ROM technology for classroom 
learning in civics and citizenship. Due to the limits of audio-visual 
technology at this time, the majority of resources were produced using VHS 
video format to enable the widest distribution possible in schools 
(Democracy at Work 1991; One Destiny 1996; Whereas the People 1998; 
Investigating the Republic 1999; Millennium Dilemma 1998; Your Future 
Your Say 1998; Citizenship Activities for Secondary Schools, 2000). The 
most notable application of CD-ROM technology during this period was the 
Discovering Democracy program (Curriculum Corporation, 1998). This 
initiative was substantially funded by the Federal Government and launched 
in May 1997. It provided multimedia learning resources for CCE in 
classrooms using print, video and CD-ROM. Its aim was to help students 
develop a better understanding of the nation’s system of government and the 
skills required for civic participation (Print, Moroz and Reynolds, 2000;
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Carter, Ditchburn and Bennett, 1999). The Discovering Democracy resource 
supported teaching practice in schools across Australia through the 
development of comprehensive curriculum materials involving new kinds of 
technology. Although evaluation studies were undertaken to assess the 
impact of the Discovering Democracy resources in Australian classrooms 
(Erebus Consulting Group, 1999; Tudball, Forsyth and Brown, 2000), 
sustained research is needed to determine how CCE teachers approach the 
use of technology in contemporary teaching practice.
Limited inquiry has been undertaken in Australia concerning the use of 
audio-visual technology to support either student learning in classrooms or 
teacher’s professional development. Teachers’ attitudes and approaches to 
this form of technology in teaching practice classroom remain largely 
unknown (Hobbs, 2006). The capacity of technology to enhance civic 
literacy among the new generations of students attending schools is uncertain 
and yet to be realised through teacher education (Putnam, 2009).
2.4 Civics and Citizenship Education in New South Wales
In 1998, comprehensive changes were introduced to the curriculum and 
syllabus in all NSW primary and secondary schools from Years K-10 (Print 
and Craven, 1998; Print, 2001; Haddon, 2001; Jimenez, 2001). Civics and 
citizenship became part of the mandatory curriculum for NSW secondary 
school students. The NSW Board of Studies syllabus for secondary schools 
embedded civics and citizenship within the two subjects of History and 
Geography. Curriculum and syllabus changes were introduced by 
incorporating CCE into the social studies program of Human Studies and its 
Environment (HSIE). Under the revised syllabus important distinctions were 
drawn between ‘civics’ and ‘citizenship’, and two separate performance 
measures relate to each element. On the one hand, ‘civics’ is concerned with 
knowledge and understanding of civic institutions and processes. On the
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other, ‘citizenship’ has its focus on dispositions and skills for civic 
participation.
The NSW syllabus for Stage 4 and 5 in the subject of History extended 
across several topic areas relevant to CCE. At the time of research the 
following content areas were mandatory: Indigenous Peoples; Colonisation 
and Contact History; Australian Social and Political Life to 1914', Social and 
Political Issues from the 1970s to the 1990s\ and Contemporary Australia. 
These content areas included areas of study fundamental to CCE in the 
Australian context, including such topics as the history of indigenous 
peoples, reconciliation, the 1975 constitutional crisis, republicanism and 
processes of democratic change. Curriculum objectives for the subject of 
History explicitly extended to the promotion of values and attitudes, and a 
specific commitment to informed and active citizenship (Board of Studies 
NSW, 2002).
In the subject of Geography, CCE was incorporated Stage 4 of the syllabus 
to include the mandatory focus areas of Managing Global Environments and 
Global Citizenship. CCE was embedded in Stage 5 of the Geography 
syllabus in the following focus areas: Investigating Australia's Identity, 
Issues in Australian Environments, and Australia in its Regional and Global 
Context (Board of Studies NSW, 2002). Teachers were responsible to assist 
students in learning how to ‘apply geographical knowledge and 
understanding necessary for active and informed citizenship'. Through the 
study of Geography it was anticipated that students developed the skills and 
commitment necessary to actively participate as socially aware citizens 
(Board of Studies NSW, 2002).
Teachers of both History and Geography were guided by the Board of 
Studies NSW Citizenship Education Framework for K-12, which outlined 
key terms and concepts including democracy; justice; changing rules and 
laws; ethics; equality; and rights and responsibilities. As the syllabus reflects
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the democratic conception of civics and citizenship takes on new meaning in 
the contemporary context of globalisation. As change occurs within diverse 
local, national and international communities, increasingly complex demands 
are placed on CCE teachers to acquire new teacher knowledge. By 
investigating the role of the teacher within this process of change it was 
anticipated that a more informed understanding could emerge of 
contemporary teaching practice in CCE.
2S  A Constructivist Framework
From a theoretical perspective, the study fundamentally draws from the 
learning theory of constructivism. It adopts a dynamic constructivist theory 
that views knowing as an adaptive activity, and knowledge formation as a 
bottom-up process of equilibration. The individual constructs knowledge for 
himself or herself: this is not something that can be done for the individual. 
According to this view the role of the teacher:
is less that of a person who gives ‘lessons’ and is rather that of someone 
who organizes situations that will give rise to curiosity and solution­
seeking in the child, and who will support such behavior by means of 
appropriate arrangements (Piaget, 1977, p. 73)
In exploring ways to establish ‘appropriate arrangements’ for teaching in 
CCE, this study was first concerned with identifying how civics and 
citizenship was practically approached in real-life classrooms. To this 
extent the study worked within a paradigm of praxis research. This 
paradigm relies on the principle that knowledge is derived from practice, 
and practice is informed by knowledge in an ongoing process. The 
paradigm of praxis research enabled collaboration between the 
researcher and participating teachers in a two-way learning inquiry. It 
placed importance on what can be done in the experiential and 
contemporary world of secondary schools (von Glaserfeld, 1995). 
Within these parameters it assumed that individual students conceived of 
the external world in different ways, based on their unique past
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experiences with that world, and beliefs about those experiences. A 
constructivist theoretical framework supported such assumptions. More 
recently, Jonassen has defined the concept of constructivism in the 
following terms:
Constructivism is concerned with how we construct knowledge from our 
experiences, mental structures, and beliefs that are used to interpret objects and 
events... Constructivism holds that the mind is instrumental and essential in 
interpreting events, objects, and perspectives on the real world, and that those 
interpretations comprise a knowledge base that is personal and individualistic 
(Jonassen, 1992, p. 139).
Consistent with this definition, the constructivist orientation of the study 
placed emphasis on learning that involved active construction by the learner, 
where the learner’s own experience combined with that of the teacher to 
carry out learning tasks and to generate dialogue. The research relied on the 
concept that understanding is best achieved through activities that students 
have to carry out themselves. The adoption of a constructivist framework had 
wide-ranging implications for the design, development and use of resources 
based on AEC for classroom teaching. In developing and using AEC with 
video in classrooms a constructivist approach was applied to conceptualise 
learning objectives, specify learning outcomes and analyse the impact of the 
classroom experience (Bednar, Cunningham, Duffy and Perry, 1991; Duffy 
and Jonassen, 1992).
The constructivist orientation applied to co-teaching activities attempted to 
avoid didactic instructional methods and approaches to CCE. On the other 
hand, the pedagogical methods developed also sought to limit the 
possibilities of unguided ‘discovery’ learning (Mayer, 2004). Teachers’ 
shared appreciation and understanding of constructivist learning principles 
strengthened this collaborative involvement. The pedagogical methods 
developed rested on the understanding that learning is an active and 
constructive process. Learners accordingly build an internal representation of 
knowledge, and a personal interpretation of experience from which meaning 
is based, and ‘indexed’ (Bednar, Cunningham and Perry, 1991). Research
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implicitly recognized that an individual's understanding and capacity to use 
ideas is critically affected by the experience in which an idea is embedded. 
From this experience understanding is constructed (Brown, Collins and 
Duguid, 1989).
A constructivist framework provided common ground between researcher 
and participating teachers when engaging co-teaching activities during Stage 
Four of the research (Figure 1). Constructivist learning theory prompted a 
critical awareness of each teacher’s personal conception and knowledge of 
CCE and approach to teaching practice. From this awareness came a clearer 
understanding of the critical role of the teacher in the dialogic processes that 
occurred in the classroom. As Driver, Asoko, Leach, Mortimer and Scott 
(1994) suggest the role of the teacher can be seen to have two important 
components:
The first is to introduce new ideas or cultural tools where necessary and to 
provide support and guidance for students to make sense of these for themselves.
The other is to listen and diagnose the ways in which the instructional activities 
are being interpreted to inform further action (Driver et al., 1994,p. 11).
Clearly teachers play a key interpretive role in gate keeping content and 
technology in the learning process (Thornton, 1991; Parker and McDaniel, 
1992). As Thornton elaborates, it is teachers who primarily determine how 
and what is taught when interpreting school curriculum and syllabus at the 
most practical level:
Teachers make the day-to-day decisions concerning both the subject 
matter and the experiences to which students have access and the nature 
of that subject matter and those experiences (Thornton, 1991, p. 237)
By engaging social and cultural knowledge, CCE teachers have a critical role 
to play in building knowledge that enables students to be informed citizens. 
Here the central role of the teacher is influenced by social and cultural 
factors and contexts. This places emphasis on the socially constructed nature
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of knowledge and relies on ‘distributed cognition’ (Vygotsky, 1978) within 
wide communities of teaching practice.
Constructivist teaching accentuates the need to ‘situate’ cognitive 
experiences in authentic activities. The development and use of AEC was 
responsive to this emphasis by adopting methods that explicitly valued 
‘authenticity’ and that situated students in experiences that encouraged 
interaction with expert viewpoint and multiple perspectives (Duffy and 
Johnson, 1992). As Wood, Cobb and Yackel point out, students learn from 
their own sensory experiences and conceptual operations, but also from 
reflective abstractions on their interpretations of the activities and social 
interactions of others (Wood, Cobb and Yackel, 1995). By inquiring into 
responses to the AEC encountered in class, the study explored how learners 
arrived at their own meanings, interpretations and knowledge using expert 
contributors as a scaffold from which to engage their thinking and construct 
knowledge in CCE (Becker and Varelas, 1995).
2.6 Teacher Knowledge and the Shulman Framework
This research investigates the nature of content knowledge in CCE by 
studying teaching practice in secondary school classrooms. It relies 
on the fundamental premise that content matters in teaching. It is built 
on the foundational framework provided by Shulman’s 
conceptualization of teacher knowledge. This conceptualisation 
identifies and emphasises the importance content knowledge and its 
role in instniction (Shulman, 1986). Over the past two decades 
educational research into teacher knowledge has drawn significantly 
on Shulman’s theoretical work. The widespread application of the 
concepts of subject matter knowledge (SMK) and pedagogical 
content knowledge (PCK) within diverse subject disciplines highlight 
their heuristic value in conceptualizing teacher knowledge in different 
fields of academic inquiry (Ball et al., 2008)
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Shulman’s knowledge base for teaching identifies multiple categories 
of teacher knowledge. These include: general pedagogical knowledge 
and skills that appear to transcend subject matter; knowledge of 
learners and their characteristics; knowledge of educational contexts; 
knowledge of educational purposes and values; content knowledge; 
curriculum knowledge; knowledge of educational contexts; 
knowledge of educational values and purposes; and pedagogical 
content knowledge (PCK). PCK is described as:
that special amalgam of content and pedagogy that is uniquely 
the province of teachers, their own special form of professional 
understanding (Shulman, p. 4, 1987).
It is the amalgam of content knowledge and pedagogy that is central to the 
knowledge teachers require to perform their function. The above categories 
characterize professional knowledge for teaching are generic in nature, but 
highlight content knowledge in teaching practice as fundamental to teaching 
competency. Teachers who are not familiar with, or unclear about subject 
matter content in civics and citizenship are less likely to have the knowledge 
needed to teach their students. A strong disciplinary knowledge of content 
alone is not however, sufficient for teaching. The conceptual orientation and 
analytical distinctions drawn by the Shulman framework make this clear and 
allowed the researcher to focus on the nature and different strands of 
knowledge needed for effective teaching practice.
Shulman’s concept of PCK embraces the overriding concept of what it 
means to teach a particular subject, knowledge of the field, understanding of 
the existing knowledge and skills of students, and familiarity with 
instructional strategies for teachings (Shulman, 1987). The special domain of 
teacher knowledge known as PCK suggests there is content knowledge 
unique to teaching that is subject matter specific professional knowledge. 
Teachers’ PCK contains the most useful representations, ideas or 
explanations in any particular subject area. It combines knowledge of subject
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matter with knowledge of the possible problems, interpretative 
misconceptions and errors students are likely to experience (Grossman, 1990; 
Ormond and Cole, 1996). It can be understood as including those special 
attributes a teacher possesses that help guide a student to understand content 
in a manner that is personally meaningful. It involves an understanding of 
how topics, problems and issues are organized and presented for instruction 
to meet diverse learning needs and abilities. As Shulman elaborates PCK:
Embodies the aspects of content most germane to its teachability. Within 
the category of pedagogical content knowledge I include... the most 
powerful analogies, illustrations, examples, explanations, and 
demonstrations -  in a word the ways of representing and formulating the 
subject that make it comprehensible to others... (it) also includes an 
understanding of what makes the learning of specific concepts easy or 
difficult: the conceptions and pre-conceptions that students of different 
ages and backgrounds bring to them with learning (Shulman, 1986, p. 9).
According to this viewpoint, the key to distinguishing the knowledge base of 
teaching lies at the intersection of content and pedagogy. As Niess 
encapsulates, PCK can be viewed as:
the intersection of knowledge of the subject with knowledge of teaching 
and learning’. (Niess 2005, p. 510).
The knowledge base and capacity of the teacher enables the transformation 
of content knowledge into forms that are pedagogically powerful, and yet 
adaptive to the various abilities, and backgrounds of students. It is through 
the attributes of PCK that a teacher is able to communicate the knowledge of 
content to others. Teaching requires the simultaneous integration of key 
concepts with teaching methods that allow students to comprehend them. As 
Grossman states:
Teachers must draw upon both their knowledge of subject matter to 
select appropriate topics and their knowledge of student’s prior 
knowledge and conceptions to formulate appropriate and provocative 
representations of the content to be learned (Grossman 1990, p8).
While the specific boundaries and names of Shulman’s categories of teacher 
knowledge vary across the research literature, his original framework offered
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this research study a bridge between disciplinary content knowledge and the 
practical world of teaching. It provided an established theoretical paradigm 
from which to investigate the relationship between content knowledge and 
teaching practice in CCE. The researcher relied on Shulman’s 
conceptualization of teacher knowledge to understand, interpret and engage 
with participating teachers and students of civics and citizenship. These 
interactions led to the creation and exploration of specialised content and 
instructional methods designed to support learning in CCE.
Learning activities were undertaken in case study classrooms through the 
collaborative exchange of teacher knowledge between the researcher and 
participating CCE teachers relevant to teaching specific topics with particular 
students. An appreciation of the various strands of teacher knowledge 
allowed the researcher to more deeply comprehend secondary school 
teaching practice in CCE and to participate in classroom learning activities. 
Participating teachers shared teacher knowledge with the researcher across 
the various of categories of the Shulman framework described above. Such 
knowledge included, in particular, knowledge of learner characteristics, 
knowledge of educational contexts, and how subject content was best 
communicated to meet different learning abilities. The exchange of teacher 
knowledge that took place critically supported co-teaching activities with 
students using AEC in class. This collaborative process offered insights into 
teacher knowledge in CCE and contemporary teaching practice.
The research was purposefully focused on the four primary research 
questions identified in Chapter Three of the study. It draws on the 
conceptualisation of pedagogical content knowledge (PCK) and subject 
matter knowledge (SMK) (Shulman, 1987; Grossman, 1990, Zembyias, 
2007; Ball et al, 2008) to assist data interpretation and analysis of teacher 
knowledge. An understanding of the different categories of teacher 
knowledge informed both the investigation into contemporary teaching 
practice and the design of instructional methods for teaching.
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2.7 Teacher Knowledge in CCE
The task of teaching can be viewed as requiring the transformation of 
knowledge into a form that has meaning to students, and that they can 
understand (Grossman, Wilson and Schulman, 1989). Teachers’ knowledge 
and understanding of subject matter is universally recognised as an essential 
component of this process (Ball and McDiarmid, 1990; Shulman, 1987; 
Grossman, 1990; Marks, 1990; Sanders Borko and Lockard, 1993). Subject 
matter knowledge is defined in this study to include both knowledge of 
content and understanding of the syntactic structures or rules that determine 
how competing or conflicting issues are interpreted and understood in the 
learning process (Grossman, 1995). This combined form of content 
knowledge and understanding is referred to as ‘subject matter knowledge’ 
(SMK).
For the purposes of this study the concept of SMK focused on the specific 
context of civics and citizenship education. The definition of SMK included 
knowledge of facts, concepts and principles, together with the skills, values 
and attitudes associated with civics and citizenship. In this context it referred 
to both content knowledge in civics and citizenship and the organising 
principles and structures that establish what is effective and legitimate to do 
and discuss in class. Teachers work as agents in transforming SMK into 
forms that students can comprehend on a daily basis.
Research suggests that SMK affects what teachers teach and how they teach 
it: more knowledgeable teachers tend to understand more about the 
relationships between the different areas of the fields of knowledge in which 
they are teaching. (Grossman, Wilson and Shulman, 1989; Gudmundstottir, 
1991). By situating this research in real life contexts a deeper understanding 
was generated of what constitutes teacher knowledge in CCE and how it is 
applied in classroom teaching practice. A key aspect of the research was
49
concerned with exploring the ways in which knowledge of subject matter 
took form, and how it was characterised by participating teachers of civics 
and citizenship. The conceptualisation of PCK and SMK was instrumental in 
interpreting teacher observations and the impact of the methods using AEC. 
These theoretical conceptualizations informed the design of interview 
questions, and the analysis of qualitative data gathered on the nature of 
teachers’ content knowledge in CCE. The study relied on the premise that 
teachers’ knowledge of subject content affects what they teach, and how they 
teach it.
PCK and SMK are primary terms with which participating teachers were 
broadly acquainted through professional training and formed part of the 
dialogue between the researcher and teachers. The theoretical perspectives 
imported by the concepts of PCK and SMK, helped build dialogue with 
teachers to guide the researcher’s understanding of the practical and 
cognitive aspects of CCE in secondary schools. Prior to and immediately 
following class sessions, informal discussions between the researcher and 
participating teachers took place to ensure that learning activities would be 
responsive to the learner characteristics, needs, and abilities of particular 
classes of students. Teachers’ observations, comments and reflections on 
content knowledge provided a way to interpret teachers’ responses to AEC as 
a learning tool. The conceptualisation of PCK and SMK enhanced the 
exchange of information and teacher knowledge between the researcher and 
participating teachers and facilitated a deeper investigation of the multi­
faceted aspects of teaching practice.
Qualitative interviews conducted in Stage 1 provided particular insights into 
teachers’ PCK and SMK in civics and citizenship (Appendix 1). Informal 
discussions and meetings with participating teachers before and after 
classroom teaching provided for the exchange of teacher knowledge in 
various forms. This exchange included sharing teacher knowledge of student 
learning characteristics, curriculum knowledge, knowledge of the classroom
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environment and its technical capacities for multimedia learning, and 
knowledge of educational context. During initial interviews teachers were 
asked to reflect on both their knowledge and understanding of subject 
content and the structures and methods that determined how problems and 
issues were interpreted and understood in CCE. They were asked to identify 
those topic areas where they considered greater knowledge of subject content 
could enhance their teaching practice. Using the theoretical foundation of the 
Shulman’s categories of teacher knowledge, these data were interpreted and 
analysed to support the development and use of the multimedia resources 
with AEC in class.
In final teacher interviews conducted in Stage Five participating teachers 
were asked to communicate their perceptions of the impact of AEC on 
students’ knowledge of subject content in civics and citizenship. Qualitative 
data were also recorded on teachers’ responses to the impact of their 
experiences with AEC on their own professional knowledge and practice as 
CCE teachers. The analysis and interpretation of the data gathered were 
again supported by the conceptualisation of the categories of teacher 
knowledge described above. These categories provided an anchored point of 
reference for collaborative discussion, analysis and reflection and were 
instrumental in interpreting and analysing the data gathered.
2.8 Critical Perspectives on the Shulman Framework
Since Shulman’s original framework was conceived, numerous studies have 
revised and extended the concepts of PCK and SMK in various ways 
(Grossman, Wilson and Shulman, 1989; Kennedy, 1990; Ball and Wilson 
1996; Angeli and Valanides, 2005; Niess 2005; Ball et.al 2008). As 
discussed below a variety of usages, adaptations, and refinements occur 
across the literature that seeks to build on the categories first conceived by 
Shulman.
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Some suggest that what is meant by PCK and SMK is routinely ‘under 
specified’ and potentially prone to misunderstanding (Ball et al 2008, p 389). 
In addition to lack of clarity over definitional meanings, the boundaries 
between PCK and other forms of teacher knowledge arguably remain blurred 
and unclear. On this view the conceptual distinctions between the categories 
are not well understood or articulated, and the coherent Shulman framework 
has remained undeveloped.
Ball offers a more evolved understanding of the fundamental components of
SMK using a practice-based conceptualisation that elaborates different sub-
domains of SMK. Empirical results from this research indicate that content
knowledge is multi-dimensional, and that teachers require a special kind of
content knowledge. Although this research was concerned to develop a
practice-based theory for mathematical knowledge it offers a heuristic
approach that assists analysis in other disciplines. It provides a conception of
teacher knowledge that is based on identifying the fundamental tasks entailed
in teaching. Of particular relevance to this study was the conception of
teaching that requires a ‘specialised’ form of ‘pure’ SMK known as
specialised content knowledge (SCK):
- ’Pure’ because it is not mixed with knowledge of students or pedagogy 
and is thus distinct from the pedagogical content knowledge identified 
by Shulman and his colleagues and “specialised’ because it is not 
needed or used in settings other than mathematics teaching. This 
uniqueness is what makes this content special (Ball et al. p. 396).
Ball et al. propose refinements to the accepted notions of PCK and 
SMK that offers a bridge between the worlds of disciplinary 
knowledge and classroom teaching practice. Content knowledge is 
defined:
In broad terms, including skill, habits of mind, and insight and by 
framing knowledge in terms of its use- in terms of particular tasks of 
teaching (Ball, et. al. p399).
Their approach subdivides Shulman’s concept of content knowledge into two 
new domains known as common content knowledge (CCK) and specialised 
content knowledge (SCK). The first domain, CCK refers to the knowledge
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and skills used in settings other than teaching. The second domain, known as 
SCK refers to the subject knowledge and skill unique to teaching and which 
is not typically needed for purposes other than teaching. Applying this 
conceptual construct to the field of CCE the demands of teaching civics and 
citizenship can be viewed as requiring a discrete component of specialised 
content knowledge (SCK).
PCK is also divided into two domains; knowledge of content and students, 
(KCS) and knowledge of content and teaching (KCT). Applying this 
conceptual construct to CCE, KCS can be seen to combine content 
knowledge with knowing about students and their responses to civics and 
citizenship. Within this domain teachers must be aware of what students find 
interesting, and anticipate what they might find to be confusing. It also 
includes knowledge of common conceptions and misconceptions and errors. 
In the case of civics and citizenship this might extend to understanding such 
commonly misunderstood conceptions as: what is the Australian Senate; 
what is the Executive; what is the NSW Lower House. The second domain of 
PCK known as KCT combines knowing about teaching and knowing how to 
apply teaching skills, knowledge and understanding to civics and citizenship. 
This involves knowledge of the design of instruction:
Teachers sequence particular content for instruction. They choose 
which examples to start with and which examples to use to take 
students deeper into the content. Teachers evaluate the instructional 
advantages and disadvantages of representations used to teach a 
specific idea and identify what different methods and procedures 
afford instructionally (Ball, et.al., p. 401).
The categories KCS and KCT correspond with Shulman’s fundamental 
depiction of teacher knowledge, yet the approach of Ball et al. is 
distinguished by the more detailed refinements made to the categories of 
teacher knowledge. The approach identifies an arena of content knowledge 
necessary for teachers that is not intertwined with knowledge of pedagogy, 
students’ curriculum or other non-content domains. It refers to the subject
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matter knowledge (SMK) needed to perform specific tasks. Such tasks 
depend on specialised teacher knowledge and have aspects that do not 
depend on knowledge of students or of teaching. These tasks require 
knowing how knowledge is generated and structured in the discipline, and 
knowing how such considerations matter in teaching (Ball et al 2008). With 
reference to this study, the conceptual refinement of specialised content 
knowledge (SCK) was a guide to the interpretation of data analysis. By 
combining specialised disciplinary knowledge with actual classroom 
teaching practice this study has sought to investigate and extend teachers’ 
specialised content knowledge in CCE.
Naturally shifts and overlap across the various domains identified by Ball 
and her colleaugues are bound to occur. As the authors make clear, 
discerning CCK from SCK can be especially difficult. This involves 
distinguishing between knowledge held in common with others, and 
specialised knowledge that is not generally known by others. The theoretical 
construct they develop elaborates upon, rather than replaces Shulman’s 
original conceptualisation by further detailing the fundamentals of content 
knowledge for teaching. The sub-categorisation of specialised content 
knowledge is a helpful refinement with direct bearing on the analysis of 
teaching practice and methods in CCE. The refinement of the conceptual 
map of SMK was instructive to interpreting the data gathered from 
qualitative interviews, and guided analysis of the research findings.
Different disadvantages and limitations have been identified with the 
Shulman framework in other research studies. Criticism has attached to the 
undue emphasis placed on the technical aspects and categorisation of 
teaching activities that make up the ‘knowledge base for teaching’:
the cost is high some say, for it draws attention away from the
fundamentally moral and contextualised character of practice. (Ball and
Wilson 1996, p. 156).
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Other scholars have called for greater emphasis on the significance of 
the learning context. On a more contextual view, PCK represents the 
integrated understanding of four components: pedagogy, subject 
matter content, student characteristics, and the environmental context 
of learning (Cochran, DeRuiter and King, 1993). Within this 
modified formulation of PCK, teacher knowledge is recognised to be 
culturally specific. This particular way of perceiving PCK was 
especially pertinent to this research inquiry which commanded an 
understanding of the different cultural contexts and characteristics of 
the secondary schools in which participating teachers practiced CCE 
(Table 1).
Limits to the Shulman framework also emerge with the lack of attention 
given afforded to the role of teachers’ professional identity, and its effect on 
teaching. In Grossman’s expanded typology of teacher knowledge for 
example, the need to locate teachers’ understanding of subject matter within 
the broader context of teacher knowledge and personal experience is 
expressly recognised. The multiple domains of ‘teacher knowledge’ 
identified by Grossman include: content knowledge; knowledge of learners 
and learning; knowledge of general pedagogy; knowledge of curriculum; 
knowledge of context; and knowledge of self (Grossman, et. al., 2009). As 
Bums points out, teachers develop new forms of professional identity that 
depend not merely on existing knowledge, but on the capacity to generate 
new professional knowledge. The assumption by teachers of the role of 
learner, as distinct from the identity of ‘expert’ teacher holds wide 
implications for learning. Yet as Bums suggests, issues of professional 
identity and its impact remain undeveloped within the Shulman framework 
(Burns, 2007). In this study an approach was expressly adopted that 
conceptualised and identified both researcher and participating teachers as 
co-leamers. In Stage Four of the study collaborative communities of practice 
in CCE were constructed in classrooms through the involvement of 
participating teachers, students, and expert contributors. An appreciation of
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the different aspects, which made up teacher knowledge and practice in CCE 
enabled collaborative exchange between the researcher and participating 
teachers. Teachers’ voluntary participation gave the study a grounded focus 
from which to engage in reflective analysis and knowledge of self and 
professional identity in teaching practice (Grossman, et. al., 2007).
More expanded conceptions of PCK and SMK can also be found in research 
literature that seeks to acknowledge and understand the emotional aspects 
and qualities of teacher knowledge. As Zembyias argues, the role of 
emotional knowledge in teaching and learning forms yet another aspect of 
teacher’s PCK. This is defined as an emotional understanding of student 
learning and emotional knowledge in general which includes:
a teacher’s knowledge about/from his or her emotional experiences with
respect to one’s self, others (eg students, colleagues) and the wider social
and political context in which teaching takes place’ (Zembyias 2007, p.
357).
The above approach acknowledges that teachers experience and express 
emotional knowledge both in an individual way, and in relationships with 
students. Such knowledge is necessarily influenced by the institutional and 
cultural contexts of schools which shape teachers’ decisions and actions in 
the classroom. The emotional knowledge that enables teachers to connect 
and build relationships with students, subject content, and their own identity 
of ‘self can be viewed as an inextricable aspect of the amalgam known as 
PCK (Zembyias, 2007). This perspective was instrumental in forming a 
deeper understanding of teachers’ experiences and student encounters within 
schools and classrooms during research in the field.
The contemporary application of the Shulman framework required further 
consideration in relation to the impact of technology on the catagorisation of 
teacher knowledge. Teachers’ understanding and knowledge of how to 
organise, use and adopt technology in the classroom represents a discrete 
kind of teacher knowledge. As Reimman and Goodyear suggests, further
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refinements to Shulman’s original conceptualisation of PCK are warranted to 
more specifically address the interrelationship between technology and PCK 
in teaching practice (Reimman and Goodyear, 2003). Where pedagogy is 
combined with technology, specific considerations and decisions must be 
made to construct an appropriate context for learning. The conceptualisation 
of PCK with specific reference to teaching practice and the use of technology 
in the classroom is separately discussed below in Paragraph 2.9.
2.9 Pedagogy and the Use of Technology
The application of technology to teaching and instruction forms the subject 
of an increasing body of research in the field of educational technology 
study. The origins of this field can be traced to the USA in the late 1920s 
when early scholars began to investigate the effectiveness of film in 
teaching, the proper use of film in the classroom, and the impact of film on 
students. In 1933 Devereux identified several new research functions in the 
development of his theory on ‘Educational Research in Talking Picture 
Programs’ (Devereux, 1933). These functions included: curriculum research, 
utilisation research, appraisal research and production research. By the late 
1930s and 1940s the developing practice of audiovisual instruction had 
operated to merge theory and pedagogy, in response to the dominant Dewey 
discourse. Since this time, the study of audio-visual methods in teaching has 
become the subject of an expanding body of international research (Twyford 
and Seitz, 1956; McClusky, 1955; De Vaney and Butler, 1996). By the 1970s 
several studies Australia began to examine the subject of television in the 
classroom and explore the advent of electronic classrooms in the future 
(Tindall, Collins and Reid, 1973; Tindall, Reid and Goodwin, 1977; Tindall 
and Reid, 1975; Emery and Emery, 1975). As rapid technological change 
occurred with the growth of computer-assisted learning in schools and 
universities, a new body of research literature emerged concerned with uses 
of computer technology for education. According to several theorists 
knowledge of technology has evolved to form another important category
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within the knowledge base of teaching (Jonassen, 1996; Laurrillard, 1993; 
Laurrillard, 2001; Reimann and Goodyear 2003; Angeli and Valanides, 
2005). Since the early 1990s, the technological roll out of the Internet, 
computers, DVD players and new mobile technologies, have led to new 
approaches and ways of classroom teaching. This seisimic technological shift 
has required an expanded construct of a technology-related PCK:
to account for the phenomenon of teachers learning how to teach with
technology (Angeli and Valanides, 2005, p. 292).
An expanded concept of PCK has extended the definition of PCK to include 
knowledge derived from, and applicable to, teaching and learning situations 
involving educational technology (Margerum-Lays and Marx, 2003). This 
conceptualisation included considerations such as time management in 
teaching with particular technologies, how to envision potential problems 
arising with the use of technology, and how to configure learning activities 
within the technological capacities and limits imposed.
The research literature indicates that interactive learning environments that 
are effectively designed and implemented with multimedia technology can 
enhance learning outcomes (Jonassen, 1994; Plowman, 2000; Duffy and 
Jonassen, 1992; Bennet, Harper and Hedberg, 2002; Reimann and Goodyear, 
2004). Such literature suggests that different teaching methods and 
approaches can be created to support learning through the use of technology 
and the development of rich environments for active learning (Laurillard, 
2001; Hedberg and Harper, 2000; Forman and Oufall, 1988; Fosnet, 1989; 
Goodman, 1984). It is these environments which, as Grabinger describes, 
can:
provide learning activities that, instead of transferring knowledge to 
students, engage students in a continuous collaborative process of 
building and reshaping understanding as a natural consequence of their 
experiences and interactions with the world in authentic ways 
(Grabinger, 1986, p. 665).
As Reimann and Goodyear emphasise, a complex range of pedagogical
58
knowledge is necessary for learning benefits to be achieved with technology. 
Their research indicates that this aspect of teacher’s PCK needs to include 
several components including: an understanding of the relationships between 
different multimedia resources; technologies and the concepts, skills and 
knowledge base in relevant subjects; knowing how to select a resource to 
meet specific learning objectives; knowing how and why a resource will 
challenge student thinking and extend learning; knowing how and why the 
introduction of a technology based resource can change the nature and 
representation of knowledge and the ways students engage learning; knowing 
how to organise group work using technology; and knowing how to prepare 
lessons that promote discussion and reflection with technology (Reimann and 
Goodyear, 2004). A close consideration of the above components was 
instructive in guiding the design and adoption of AEC with video in 
classrooms (Appendices 9-12). The theoretical framework offered by 
Reimann and Goodyear provided a guide for reflective interpretation and 
anlaysis of the findings that emerged from this case study.
Critical to positive learning outcomes with technology is the ‘how to’ factor 
that relates to using it to transform and facilitate learning. As Angeli and 
Valanides, point out, any added value that technology brings to learning is 
closely related to the ‘how to’ factor (Angeli and Valanides, 2005). This 
chiefly concerns ‘how to’ identify topics to be taught with technology in 
ways that signify some form of added value to the learning process For 
example, technology may give teachers more confidence to teach certain 
topics, or the ability to bring otherwise inaccessible sources to the classroom 
to support learning objectives. Teachers need to identify representations for 
transforming the content to be taught into forms that are comprehensible to 
students. Knowing how to integrate activities with technology in the 
classroom, and how to select and manipulate its use to meet the needs of 
students is a discemable strand of teacher’s pedagogical content knowledge 
(PCK).
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Existing research indicates that learning with technology can only have a 
positive effect when teachers know how to use technology to promote 
student thinking, expression and knowledge building (Loveless and Dore, 
2002). Reimann and Goodyear propose five main ways in which technology 
can support successful learning. Briefly, these five learning functions 
include: to create interest and invoke motivation; to engage the learner with 
content in an interactive learning experience with rich feedback; to provide 
tools for articulation, external representations of knowledge and meta- 
cognitive reflection; to afford opportunities and methods for collaboration 
and communication; and to adapt individual, developmental and cultural 
differences using different scaffolds. This framework establishes a valuable 
set of principles that guide the instructional design and use of AEC with 
video technology for classroom learning with participating teachers.
Reimman and Goodyear have also constructed high-level frameworks for 
integrating pedagogy and ICT in learner-centred ways. These five 
frameworks are variously described as: problem and case oriented; inquiry 
oriented; design, modelling and construction oriented; knowledge building 
oriented; and ‘immersive’ learning pedagogies. These categories were 
instructive in developing different structured learning activities with AEC 
and video technology as a method for building knowledge in CCE. The 
research relied on using problem-oriented pedagogy with a knowledge 
building orientation, and ‘immersive’ learning experiences. For example, 
problem oriented activities formed the basis of the pedagogical approaches 
adopted to teach with Democracy and Active Citizenship (Appendices 9.1- 
9.4) A knowledge building orientation is demonstrated in the approaches to 
learning with The 1975 Dismissal (Appendies 10.1-10.5). Immersive learning 
approaches are illustrated in the activities and content comprising Laws in a 
Global World (Appendices 12.1-12.3). The use of video technology was a 
crucial element in developing methods that enabled the communication of 
AEC to teachers and students in school classrooms.
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This study aimed to explore whether AEC can contribute to learning in CCE 
by building authentic activities and learning environments for teachers and 
students. The constructivist theoretical framework on which these methods 
were based was especially attentive to context in the learning process 
(Grossman, 1990; Grabinger, 1996; Jonassen, 2000; Laurrillard, 1996). By 
developing interactive learning activities that responded to different levels of 
student literacy, AEC was adopted as an exploratory learning tool with 
teachers in different classroom contexts. The extent to which AEC was 
optimally utilised through the application of technology in classrooms 
regularly depended on the availability of technology, facilities, and 
infrastructure within different schools. The study assumed various functions 
in its the inquiry into the impact of AEC including: investigating curriculum 
documents; gathering teachers’ responses to CCE: building resources with 
AEC with reference to the syllabus for CCE: demonstrating the use of AEC 
in secondary school classrooms; gathering teachers’ perceptions on how 
curriculum materials might be improved; and iterative reflection and 
enhancement of the pedagogical methods used.
The extent to which pedagogical methods can enhance learning and build 
knowledge in CCE with technology is largely determined by how learning is 
mediated by teachers. How teachers and students use technology in the 
classroom is what matters. This theme is more fully discussed in Chapter 
Four, which provides a detailed description of how collaborative and 
interactive learning environments were constructed with AEC to build 
knowledge with teachers of civics and citizenship.
AEC was used with the aim of providing syllabus-based subject content in 
CCE that would not otherwise have been available on topic areas where 
teacher, and student confidence was reportedly low (Kennedy, 1993; Print, 
2001; Tudball, 2005). As discussed in Chapter One, the study explored 
whether AEC could support teachers’ professional development in learning 
areas where knowledge of subject matter was perceived as being weak. It
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investigated whether learning activities based on AEC and the use of video 
could provide teachers with opportunities to support critical thinking, 
synthesis, and analysis of subject content through classroom dialogue. The 
AEC adopted was designed to create rich environments for learning that 
provided common ground for group class discussion. As Lebow suggests, 
such environments are optimally based on constructivist values and 
theoretical foundations, which include:
Collaboration, personal autonomy, generativity, reflectivity, active
engagement, personal relevance and pluralism (Lebow, 1993, p. 5).
2.10 Building Knowledge with Authoritative Expert Content
As defined in Chapter One, ‘authoritative expert content’ (AEC) is content 
whose source derives from recognised and authoritative expert practitioners, 
experienced in identifiable fields of knowledge. The AEC produced for the 
study attempted to build teacher’s subject matter knowledge (SMK) through 
exposure to the specialised subject content gathered from expert practitioners 
in different disciplines of knowledge, including history, law, politics, and 
government administration. It relied on diverse expert practitioner viewpoint 
with multiple representations of different concepts and topic areas in CCE. 
Optimally, the knowledge base for teaching in CCE is acquired from a 
variety of recognised sources (Print, 1987). These include academic 
scholarship and research literature in the relevant discipline, texts, 
curriculum and syllabus documents, film, visual representations, and other 
sources relevant to the ‘wisdom of practice’ (Shulman, 1987). The 
production of AEC for this study relied on a combination of these recognised 
sources. It aimed to establish a real-life context for problem solving in CCE 
through knowledge building with expert contributors that imported their 
‘wisdom of practice’ in particular disciplines.
There is growing recognition of the value of providing students with 
authentic experiences, which reflect a real-world approach to the practical
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development of skills (Duffy, 1996; Jonassen, 1999; Bennett, Hedberg and 
Harper, 2002). The use of AEC for classroom learning in civics and 
citizenship relied on its capacity to immerse learners in cognitive processes 
that reflect real-world ideas and problems (Anderson, Reder and Simon, 
1996). It offered a way to assist understanding of complex theoretical 
concepts and abstract subject matter through an exchange of information and 
viewpoints in classrooms with experienced practitioners from the wider 
community who are recognised for their specialised knowledge and 
expertise. In the context of civics and citizenship under the NSW syllabus 
this extended to discussions with teachers and students on such complex 
topics as the theoretical elements of a working democracy, how the 1975 
constitutional crisis came about, how are human rights protected 
internationally, and the meaning of ‘global citizenship’.
A significant aspect of the use of AEC with diverse representations is that 
viewers come to recognise that expert viewpoint will vary and be diverse. 
Although consensus of expert viewpoint will arise in certain areas of content 
knowledge, multiple perspectives and different ways of problem solving 
regularly arise in key learning areas of CCE. This variability encourages 
teachers and students to develop their personal viewpoints and problem­
solving skills through the interpretation of a range of multiple sources. By 
providing access to multidisciplinary sources with the benefit of audio-visual 
technology, the use of AEC was designed to assist learning by providing rich 
structures of content knowledge and authentic learning activities.
The value and significance of realistic and authentic context has been 
highlighted by several constructivist learning theorists (Forman and Pufall, 
1988; Fosnet, 1989; Grabinger, 1996; Jonassen, 1996; Savery and Duffy, 
1996). It is contended that people need both context and content for the 
transfer of skills and knowledge, and that earning can best be acquired within 
realistic context (Grabinger, 1996). Realistic context includes:
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as much fidelity as possible to what students will encounter outside 
school in terms of tools, complexity, and interactions with people 
(Williams and Dodge, 1993, p. 5).
The generic concept of authenticity in the learning process has been the 
subject of longstanding research (Cognition and Technology Group at 
Vanderbilt, 1990; Jonassen, 1999; Bennett, Harper and Hedberg, 2002). As 
Grabinger suggests, authenticity is important for several reasons:
First it encourages students to take ownership of the situation and their 
own learning. Realistic problems hold more relevance to students’ needs 
and experiences, because they can relate what they are learning to 
problems and goals that they see every day. Second, it develops deeper 
and richer (indexicalised and conditioned) knowledge structures leading 
to a higher likelihood of transfer to novel situations. Finally it encourages 
collaboration and negotiation. Complex problems require a team 
approach that provides natural opportunities for learners to test and refine 
their ideas and to help each other understand the content (Grabinger, 
1996, p. 670).
Arguably, authenticity can be achieved where learning activities reflect the 
nature of real problems as complex, ill-structured and collaborative 
(Cognition and Technology Group at Vanderbilt, 1990; Jonassen, 2000):
The assumption is that within these environments, the learner is supported 
by visual metaphors which are specially constructed to represent the 
information structure to which they have access, and how the 'world' 
operates. Within these learning environments students are often given a rich 
set of resources to construct artifacts, which represent their solutions to 
problems and tasks that they undertake within the world (Bennett, Harper 
and Hedberg, 2002, p. 77).
The set of resources produced for this study have been purposefully 
constructed to represent how the world operates in civil society. These 
resources illustrate what is meant by the use AEC as a pedagogical approach 
to teaching in CCE (Appendices 9-12).
2.11 Summary
This chapter has defined and interpreted the meaning of civics and 
citizenship for the purposes of this study. It has reviewed the research 
literature relevant to civics and citizenship education, constructivism, teacher
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knowledge, and pedagogical knowledge involving the use of technology. It 
has identified the advantages and disadvantages of the Shulman framework 
of teacher knowledge adopted. It has refined the concepts of subject mater 
knowledge (SMK) and pedagogical content knowledge (PCK) in the context 
of CCE with reference to current literature. Chapter Two has presented the 
theoretical foundations, which form the basis of the study’s methodology and 
approach.
The following chapter sets out the four primary research questions, which 
form the focus of the study. It presents the case study methodology adopted, 
and explains the action research orientation of the study. Chapter Three 
presents the research design of the study from a macro perspective (Figure 
1). It provides an overview of the research design for the production and use 
of multimedia resources with AEC. It identifies the action research 
orientation adopted to construct and adopt resources for secondary school 
classroom teaching in CCE during Stage Four of the research (Figure 2).
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Chapter Three
Methodology and Research Design
3.1 Research Design
This study employed a combination of methods and approaches 
in its investigation of civics and citizenship in NSW secondary 
schools. The study consisted of six separate stages of research, as 
diagrammatically represented in Figure 1. These stages included 
preliminary teacher interviews, classroom observations, 
DVD/video production, development and use of multimedia 
resources in the classroom, final teacher interviews and critical 
reflection. The investigation essentially relied on qualitative 
research methods which enabled an approach that:
requires the researcher to be in the field, observing, 
exercising judgments, analysis, synthesis and 
simultaneously realising their own consciousness (Stake, 
1995,p .41).
The study adopted a multiple case study approach as a way to 
understand teachers’ approaches to CCE (Yin, 1994). Case study 
methodology provided a way to recognise and understand 
teachers’ responses to technology in the classroom. Relying on 
the qualitative data gathered from teachers in the field, case study 
method gave the research a local ‘groundedness’ in schools. It 
afforded a means by which to explore and appraise the impact of 
AEC with teachers in the classroom.
Case study methodology rests on a phenomenological approach that 
places emphasis on experience and interpretation (Merriman, 1998; 
Erikson, 1986). In this study it provided a vehicle that supported an 
interpretive and inductive approach to exploring teacher knowledge and
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practice. It led to the creation of data on learning context and teaching 
practice in secondary school classrooms in the field of CCE. Multiple case 
studies provided a way to paint a natural description of teacher responses 
and to distil the essence of teachers’ views expressed through interview 
and informal discussions.
In combination with case study method, the research uses a framework of 
participatory action research (PAR) (McTaggart, 1991; Reason and 
Bradbury, 2002; McNiff, 2002; Khanlou and Peter 2005; Reason 2006; 
Hooley 2005; Ramos 2005). This framework is diagrammatically 
represented in Figure 2. It allowed for the development of methods that 
supported a collaborative exchange with CCE teachers through an active 
two-way inquiry into teaching practice. The PAR orientation supported an 
experiential and action-oriented research focus (Cohen, Manion and 
Morrison, 2000). It provided a scaffold for critical reflection on teaching 
practice, including the exploratory use of AEC and video technology for 
secondary school teaching in civics and citizenship. A detailed discussion 
of the PAR orientation, and its qualified application in this study, is 
contained in Chapter 3.
By embedding the case study method with a PAR orientation, an active 
and reflective exchange of teacher knowledge in CCE was able to occur. 
The pedagogical methods developed with AEC were designed to build 
knowledge and stimulate learning by engaging learners with expert 
content not otherwise accessible. These methods embedded a mentoring 
approach to learning through collaborative relationships with recognized 
subject matter specialists in CCE. The research design for the production 
and use of multimedia resources using AEC is illustrated in Figure 3. This 
diagrammatically sets out the various stages of research applied to the 
development and production of the resources based on AEC (Appendices 
9-12).
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Figure 1. Diagrammatic Overview of Research Stages
Stages of Research
Stage One:
Teacher
Interviews
Concepts of 
civics and 
citizenship and 
approaches to 
teaching
Stage Two: 
Classroom 
Observation
Understanding 
teaching practice 
and the use of 
multimedia
Stage Three: Developing
Multimedia > multimediaProduction ----------------- , / resources usingAEC
Stage Four: 
Use of
Multimedia in 
the Classroom
Involving teachers 
and students with 
AEC in the 
classroom
Stage Five:
Teacher
Interviews
Identifying the 
Impact of 
Multimedia 
Resources Using 
AEC
Stage Six: 
Reflections and 
Conclusions
Reflections on 
CCE in NSW 
Secondary Schools, 
Multimedia and 
the Impact of AEC
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These stages included curriculum research which involved analysis of the NSW 
syllabus in CCE and teachers’ responses to it; pedagogical research involving analysis 
of teachers’ conceptualisations of CCE and approaches to teaching practice; appraisal 
research that iteratively reviewed the use of AEC in classrooms; and production 
research which used the data gathered to inform and better integrate methods and 
instructional design (Figure 3). The research design relied on a PAR orientation, which 
established a cycle of action, inquiry, reflection, and improvement (Figure 2).
The use of educational resources using technology can never effectively be imposed on 
teachers. Teachers’ voluntary engagement with the development and selection of 
educational resources is a critical feature in determining whether they are used, or 
applied (Cummings, 1993; Print, 2000). This sits with the view that people learn best 
and more willingly apply what they learn, when they are actively involved on a 
voluntary basis. The study was regulated by the requirements of the Ethics Committee 
of the University of Sydney. In accordance with privacy principles, neither the teachers 
nor the schools taking part in the study can be identified. Care was taken at each stage 
of research to ensure the non-disclosure of personal information and the confidentiality 
of participating teachers, students and schools. The following Figure 2 represents the 
distinct stages of the participatory action study which are colour-coded to illustrate the 
different levels of inquiry, observation, resource development, appraisal, reflection and 
analysis which were undertaken.
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3.2 Research Questions
The study is directed to investigating four primary research questions that 
involved teachers of civics and citizenship as the central subject of 
inquiry. These questions focus on teacher knowledge and practice as a 
vehicle for understanding contemporary CCE:
1. How do teachers in NSW secondary schools conceptualise and 
approach civics and citizenship in the subject areas of History and 
Geography?
2. How do teachers approach and use technology for classroom teaching 
in civics and citizenship?
3. How do teachers view the impact of authoritative expert content on 
student learning in civics and citizenship?
4. How do teachers perceive the use of authoritative expert content as a 
way to build teacher knowledge in civics and citizenship education?
The first research question was directed to understanding teachers’ 
conceptions of civics and citizenship and approaches to teaching practice 
in the classroom. It was concerned with investigating the ways in which 
participating teachers viewed teaching civics and citizenship. It observed 
how teachers responded to the NSW syllabus and the learning objectives, 
which embedded CCE in the subjects of History and Geography. The 
second research question aimed to investigate how teachers viewed the 
use of technology as a way to promote, or support student learning. It 
investigated how technology was adopted and used in the classroom 
context and the extent to which it was used for teaching civics and 
citizenship. The formative data gathered from the above two questions
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served to guide and inform the development of the multimedia resources 
based on AEC produced for this study. A closer understanding of how 
teachers conceptualised CCE and facilitated classroom learning with 
technology, both enabled and refined the later use of multimedia 
resources based on AEC with teachers in classrooms. The information 
and data gathered during the study through collaborative exchange with 
teachers and students, allowed for an ongoing process of iterative 
appraisal and enhancement of the multimedia resources developed 
(Appendices 9-12).
Following each use of AEC in classrooms, teachers’ responses were 
gathered on its perceived impact on their students in Years 8-10. This 
inquiry was undertaken to investigate the third research question, which 
explored whether the methods developed with AEC could assist student 
knowledge in civics and citizenship. The fourth research question aimed 
to understand the extent, if any to which AEC impacted on teacher 
subject matter knowledge (SMK) in civics and citizenship with particular 
reference to specialised content knowledge (SCK) It further sought to 
identify whether teacher involvement with AEC and video technology 
had any influence on participating teachers’ pedagogical content 
knowledge (PCK) in CCE. The fourth research question was directed to 
discovering ways of building teacher knowledge in civics and citizenship 
and supporting CCE teachers’ professional development with AEC and 
video technology. (Jimenez, 2001; Saha, Print and Edwards, 2005; 
Reading, 2007; Pegg, Reading and Williams, 2007).
The research questions responded to the curriculum and syllabus 
documents developed for Stages 4 and 5 of History and Geography for 
students in Years 8-10 in NSW secondary schools. Under the NSW 
syllabus primary differences between Geography and History teachers 
arose with subject content and the various areas of inquiry prescribed. In
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Geography Stages 4-5 of the syllabus called for the application of ‘the 
geographical knowledge, understanding and skills necessary for active 
and informed citizenship’ (NSW Board of Studies Geography Syllabus 
2001, p 9). Mandatory focus areas for teachers in Stage 4 included: 
Investigating the World; Global Environments; Managing Global 
Environments; and Global Citizenship. This part of he syllabus placed 
emphasis on contemporary international perspectives and civic 
arrangements. Similarly, Stage 5 mandatory focus areas included: 
Investigating Australia’s Identity; Changing Australian Environments; 
Issues in Australian Environments; and Australia in its regional and 
Global Context. Teaching in these focus areas required teachers to apply 
geographical tools and skills such as map reading, compass 
measurement, fieldwork, graph reading, statistics and photography.
In the subject of History civics and citizenship was seen to flow from the 
study of key features of Australia’s political, social and cultural history’ 
(NSW Board of Studies History Syllabus, 2001, p. 8). Subject content 
placed emphasis on understanding civil society through history in the 
past ages. History teachers were responsible for teaching several 
mandatory focus areas during Stage 4: Introducing History; Ancient 
Societies; Medieval Societies and the Early Modern Periods; and 
Indigenous Peoples, Colonisation and Contact History. Stage 5 
mandatory focus areas for History included: Citizenship and Migrant 
Australians; Citizenship and Aboriginal Australians; Anti-Communism 
and the Vietnam War; the 1975 Dismissal; and the Changing Roles of 
Women (NSW Board of Studies 2001). The requirements of Stages 4-5 
of the History syllabus regarding civics and citizenship stated that:
Students are challenged to consider their rights and responsibilities and 
the contribution they can make to civil society. History provides a frame 
of reference that students can use to think critically and to develop 
informed opinion about contemporary national and international issues 
(NSW Board of Studies History Syllabus, p. 6)
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Most participating teachers were responsible for teaching both History 
and Geography to students in Years 7-10. Nearly all teachers in 
government case study schools (S2, S4, and S5) taught both subjects. 
Teachers in non-government schools (SI and S3) were more likely to 
teach in one subject area alone. The responses of teachers of History and 
Geography were separately identified to analyse whether any significant 
differences occurred as a result of the different subject areas taught. As 
detailed in Chapter 5, no differences were discernable in participating 
teachers’ approaches in CCE based on the different subject areas of 
History and Geography. Although the Geography syllabus in NSW 
arguably provided, for example, a greater focus on concrete operational 
tasks, such as map reading, in contrast with the more conceptual focus 
embedded in the subject of History no identifiable differences emerged in 
teacher’s conceptualizations of CCE depending on the subject taught. 
This may have been attributable to the fact that out of the nine teachers 
participating in Stages One and Two of the study, five taught both 
Geography and History. A deeper investigation into the possible 
differences in the approaches of teachers in the different subject areas of 
History and Geography did not form part of the study. The framework 
provided by the four primary research questions contained in paragraph 
3.2 above set clearly defined boundaries for inquiry which do not extend 
to such a comparative investigation.
33 Qualitative Research Methods
Qualitative methods allowed for a rich description, understanding and 
explanation of teaching practice in CCE. They provided a chronological 
flow for viewing events, consequences and explanations about teachers’ 
approaches to classroom practice. Using qualitative interview methods, 
the study placed emphasis on developing insights and generalisations 
from the data collected using an inductive approach (Neuman, 2003;
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Merriam, 1998; Miles and Huberman, 1994). Such an approach mapped a 
deeper awareness and understanding of how civics and citizenship was 
taught by participating teachers in secondary schools. The study’s 
methodology emphasised the detailed examination of cases that occurred 
in the natural flow of social life in the specific setting of CCE in schools. 
It adopted an interpretive critical approach with a transcendent, as 
distinct from technocratic perspective. As Neuman identifies, research 
with such a perspective originates from the standpoint of the people 
being studied. In seeking to understand and transcend current social 
conditions it’s goal is to clarify the views of those being studied using 
methods that:
treat people as creative compassionate living beings, not as objects
Neuman ,2003,p . 139)
The research involved extensive contact with teachers and real-life 
classroom teaching. Open-ended questions guided the investigation of the 
different ways in which civics and citizenship was taught, including the 
use of technology in the classroom. Qualitative interviews with teachers 
laid the foundation for new findings and insights for reflective analysis of 
teaching practice (Miles and Huberman, 1994). The qualitative data 
derived from the study involved documenting real events, recording what 
teachers had to say, observing teacher behaviours, studying written 
documents, and scrutinising audio-visual resources utilised in teaching 
practice. The attention given to social context required the researcher to 
note current circumstances surrounding the focus of the study in addition 
to what came before. Implicit in this approach was the understanding that 
the same events or behaviours are likely to have different meanings in 
different cultural and social contexts.
From 2002 and 2005 the everyday phenomena of teaching and school 
activity were regularly experienced through the lens of CCE. Qualitative 
research methods sought a holistic overview of school and classroom
contexts: their logic and rules, both explicit and implicit. These methods 
supported the capture of data from which such a holistic overview could 
be formed. CCE teachers’ perceptions were gathered with the benefit of 
the empathetic approach and deep attentiveness that qualitative research 
methods engender (Miles and Huberman, 1994). The cyclical path of 
inquiry involving the repetition of learning activities, classroom 
observations, and dialogue with teachers created a pathway for reflection 
on the subtle connotations and contextual complexities of CCE in 
practice.
3.4 Case Study Research
This is a case study about teaching practice in CCE. It presents data and 
analysis of contemporary phenomena concerned with how teachers 
conceptualised and approached CCE in secondary schools, and how 
teachers responded to the use of AEC in classrooms. The case study 
approach provided an essential focus for the study with an emphasis on 
qualitative research methods (Kaplan and Maxwell, 1994; Stake, 1995; 
Yin, 1994). Such an approach afforded:
An inquiry process of understanding a social or human problem based on
building a complex, holistic picture formed with words, reporting detailed
views of informants and concluded in a natural setting (Creswell, 1994, p.
1).
Case study method allowed the researcher to encounter and identify the 
characteristics of real life teaching in civics and citizenship in different 
NSW secondary schools (Table 1). It permitted a close study of the 
diverse contexts and approaches that make up teaching practice in 
circumstances where the researcher had little control over events (Yin 
1994; Neuman 1998). The case study method facilitated exploratory 
research into the use of AEC in classes with teachers and students. It 
allowed for a unique and proximate view of teaching practice in CCE, 
and the use of technology in the classroom. In investigating ‘how’
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teachers taught civics and ‘how’ they responded to teaching with AEC, 
the case study method offered a way to uncover a holistic view of 
teachers’ experiences with CCE The focus on naturally occurring events 
engendered a local ‘groundedness’ (Yin 1994).
The primary subject of inquiry in this study was the teacher. While 
regular involvement with students occurred, the focus of the study was 
on participating teachers and the practice of CCE. Case study method 
revealed the informing characteristics of classroom teaching practice that 
spoke to how civics and citizenship was taught in secondary schools 
(Stake, 1998). The focus on the teacher as the subject of inquiry also 
facilitated data gathering on the perceived impact of AEC on student 
learning and teachers’ professional development. The choice of the 
teacher as the primary unit of inquiry opened possibilities for locating the 
meanings that teachers placed on civics and citizenship and for 
understanding how teachers approached teaching in real-life contexts 
(Yin, 1994).
The curriculum perspective took into account specific areas of content 
knowledge under the NSW syllabus as part of this inquiry. Knowledge of 
the curriculum and syllabus was conceived in this study as forming an 
important component of teacher knowledge (Grossman 1990; Grossman 
1995). The curriculum perspective supported the process of co­
operatively experimenting with different pedagogical methods in 
contemporary teaching practice. The integration of theoretical research 
was undertaken with specific reference to the practical aspects of 
teaching with the NSW syllabus. This was integral to the consent 
provided by the NSW Department of Education to conduct the research. 
The possibility of gaining a better understanding of subject matter 
content in CCE through exposure to AEC, was moreover significant in 
determining teacher’s willingness to participate in the study.
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The study did not critically inquire into the need for new, or revised 
subject areas or topics outside of those prescribed under the NSW 
syllabus. As Evans, notes there are certain limitations and possible 
deficiencies in adopting an approach where existing practice provides the 
template for inquiry. (Evans, 2007). In this study, working within the 
designated parameters of the existing curriculum placed clear boundaries 
on the nature of the expert content constructed with video. Such an 
approach provided nonetheless a practical way to investigate teaching 
practice while simultaneously exploring new methods of instruction in 
CCE.
As discussed below, in addition to case study method, action research 
methods formed a key component of the research design. As Torbert 
explains, action research can incorporate previous research traditions of a 
variety of kinds, including case study method (Torbert, 2002). The 
combination of these methods with the case study approach allows 
researchers to:
draw on techniques and knowledge of positivist science and to frame
these within a human context (Torbert 2002, p. 7)
The critical perspective of PAR and the structured procedural 
orientation of case study method, while derived from different 
epistemological orientations, share a common foundation. Both form 
part of the broad spectrum of methods used to explore human activity 
with a view to social progress and continuing education. Both rely on a 
humanist perspective that recognises the value of reflective analysis of 
diverse areas of practice and research.
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3.5 Participatory Action Research
Action research has emerged as a research method for conducting 
inquiry across diverse disciplines (Cornwall and Jewkes 2005; Reason 
2006; Lundy and McGovern, 2006; Khanlou and Peter, 2005). Action 
research offers a multi-disciplinary approach for inquiry and is known 
under a variety of names including, participatory research, participatory 
action research, collaborative inquiry, emancipatory research, action 
learning, and contextual action research (Hooley, 2005). As Winter 
elaborates:
In any setting, people's actions are based on implicitly held 
assumptions, theories and hypotheses and with every observed result, 
theoretical knowledge is enhanced. The two are intertwined aspects of 
a single change process. It is up to the researchers to make explicit the 
theoretical justifications for the actions and to question the bases of 
those justifications. The ensuing practical applications that follow are 
subjected to further analysis, in a transformative cycle that 
continuously alternates emphasis between theory and practice (Winter, 
1989, p. 33).
Within the action research framework, theory informs practice and 
practice refines theory in a continuous cycle of transformational change 
(Winter, 1989; Cornwall and Jewkes, 1995; Reason and Bradbury, 2002: 
Hooley, 2005; Ramos, 2006). This orientation guided the inquiry into the 
research questions identified in Chapter 3 of this thesis, and was 
supported by the theoretical foundations presented in Chapter 2. During 
both the planning phases of the research (Stages One and Two) and the 
action phases (Stages Three and Four) of the research a cyclical and 
iterative process of observation, deliberation, reflection and modification 
was carried out in the course of investigating teaching practice. This 
cycle of inquiry gave way to the refinement of methods for classroom 
learning, as new responses, opportunities, criticisms and constraints were 
encountered. The cycle of action research demanded a continuously
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changing emphasis between theory, practice, and the research questions 
explicitly articulated above.
Action research is situated within a praxis research paradigm that 
involves ‘learning by doing’ (Cohen, Manion and Morrison, 2000; 
Reason and Bradbury, 2002). Action researchers aim to balance action 
and private reflection with collective enquiry and involvement (Cherry, 
1999). The cyclical nature of action research typically involves four 
steps: planning, action, observation, and reflection:
Initially, a problem is identified and data is [sic] collected for a more 
detailed diagnosis. This is followed by a collective postulation of 
several possible solutions, from which a single plan of action emerges 
and is implemented. Data on the results of the intervention are collected 
and analyzed and the findings are interpreted in light of how successful 
the action has been. At this point, the problem is re-assessed and the 
process begins another cycle. This process continues until the problem 
is resolved (Susman, 1983, p. 45).
Torbert distinguishes between first, second and third person action 
research (Torbert, 2002). First person action research is concerned with 
inquiry into one’s own life, in order to act with more awareness. Second 
person action research is community based and happens in ‘face to face’ 
inquiry to improve mutual understanding and professional practice. Third 
person action research links groups and individuals with the wider world 
of contemporary events where it is impossible to meet ‘face to face’. 
Successful action research can be seen to incorporate the three levels of 
first, second and third person action research through the use of 
transpersonal, community and inter-organisational perspectives (Ramos, 
2005).
Common to all forms of action research is the engagement of social 
dimensions by conducting research in real situations, with the aim of 
meeting real problems. Each form of inquiry places value on practical
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knowledge, developmental change, and a shared aim:
To contribute both to the practical concerns of people in an immediate 
problematic situation and to further the goals of social science 
simultaneously. Thus, there is a dual commitment in action research to 
study a system and concurrently to collaborate with members of the 
system in changing it in what is together regarded as a desirable 
direction. Accomplishing this twin goal requires the active 
collaboration of researcher and client and thus it stresses the 
importance of co-learning as a primary aspect of the research process 
(Gilmore, Krantz and Ramirez, 1986, p. 161).
The convergence of action research with participatory process makes it 
difficult to precisely delineate the boundaries of action research and 
participatory action research. For action research developmental change 
is commonly associated with ‘efficient and effective’ ways to solve 
problems through the fulfilment of human potential (Brown and 
Tangdon, 1983). In participatory action research greater emphasis is 
given to community, and local social structures where individual, 
interpersonal, and group levels of inquiry lead to reflection and 
changing practice. Most participatory action research focuses on ‘ 
knowledge for action’ (Cornwall and Jewkes, 1995, p 1667).
The benefit of PAR in the context of CCE lies in the way that a 
collective group can construct, offer and exchange insights into 
teaching practice. In this study the community engagement of teachers, 
expert contributors, students, and the researcher stimulated immediate 
feedback, challenged awareness, and offered new experiences and 
different perspectives in CCE. Consistent with a PAR orientation, 
participants in the study acted as co-researchers and co-learners in 
exploring the use of specialised subject matter content for CCE. The 
experiential form of this action-based inquiry investigated teaching 
practice in CCE and the impact of new approaches to teaching using 
digital technology. Through the participation of outside expert 
contributors, the study explored different teaching methods with AEC
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as a way to build knowledge. The study progressively enhanced the 
methods adopted in case study school classrooms through a 
collaborative and iterative process of observation, critical deliberation, 
and refinement. The action- based orientation can be traced in each of 
the six Stages of the research as diagrammatically represented in Figure 
1. Through the participation of ‘outside’ expert contributors, teachers, 
students, and the researcher, the study explored different ways to build 
content knowledge in CCE. Using an active co-teaching approach in 
Stage Four, the study explored the use of AEC using DVD/video in the 
classroom. Routine appraisal of the methods developed and adopted 
was informally undertaken with teachers following each separate class 
of students in case study schools. Formal interviews and informal 
dialogue between teachers and the researcher formed part of a cyclical 
process of critical deliberation and progressive modification of the 
multimedia resources adopted. As the use of AEC was replicated in 
each class with different school students and teachers, responses were 
noted and informally discussed to gain a better understanding of the 
meanings that teachers attributed to civics and citizenship and to reflect 
on the need for progressive change to the teaching activities adopted in 
class.
This study relied on the direct involvement of the researcher, teachers, 
students and expert contributors in an exchange of teacher knowledge 
and subject content knowledge in CCE. It critically imbued a strong 
participatory emphasis. The research did not however, actively engage 
with participating teachers in formulating the research questions or the 
research design that formed the basis of the study. Nor did the 
researcher seek to engage teachers to participate in the final analysis of 
the data and results gathered from the inquiry. To this extent, the study 
is most accurately characterised as a qualified form of participatory 
action research.
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3.6 Teacher and Student Participation
Limitations and logistical restrictions of various kinds traditionally arise 
when conducting educational research in diverse school contexts. 
Contemporary research in schools requires a flexible and collaborative 
approach. By combining case study method with an action research 
approach that accommodated peer-to-peer exchange, educational 
research was made possible with participating teachers in each school 
site. This combination of methods afforded access to schools, teachers 
and students that would not otherwise have been possible. Throughout 
the study the collaborative exchange with teachers and students relied 
on trust, mutual respect and a common interest in the value and benefits 
of refining teaching practice.
Contact with teachers and schools commenced in relation to the study 
in 2001. Teacher interviews took place during Stage One of the study 
from 2001-2002. School and classroom observations began in 2001 and 
were completed at the end of 2005 following Stage Five of the study. 
This involved intensive, full-day contact with History and Geography 
teachers and students in each school on a weekly, and in some cases a 
monthly, basis. During this period, time was spent observing school 
culture, classroom practice and the teaching context.
Nine CCE teachers participated in Stages One and Two of the study. By 
Stage Four of the study, a total of 16 CCE teachers had agreed to adopt 
and explore the multimedia resources using AEC with their secondary 
school students. In the course of classroom teaching, specific topics 
relevant to civics and citizenship were chosen from the DVD programs 
in consultation with participating teachers and students. From 2003- 
2005 the multimedia resources using AEC were adopted in classes with 
over 800 students in five NSW secondary schools. Sixteen teachers
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completed final interviews on their responses and experiences with the 
use of AEC with students in the classroom.
3.7 Teacher Selection
Multiple-case studies require clear choices about what types of cases to 
include. Decisions need to be made about which people are to be 
interviewed and observed, and what events and social processes to 
study. Many considerations need to be taken into account: is the sample 
relevant to the research questions; will the phenomena under inquiry 
appear; will believable descriptions emerge from the sample; is it 
logistically feasible; is the proposed case study ethical in terms of 
informed consents and permissions; will the case study enhance 
generalisability of findings through representativeness (Miles and 
Huberman, 1994). For this study teachers were deliberately selected 
from schools that enabled the investigation of different social and 
economic context within both government and non-government 
secondary schools. In research with a PAR orientation, fair subject 
selection requires that the goals of the research should be the primary 
basis for determining which individuals and groups are selected 
(Khanlou, et. al., 2005). In this study selection was made with direct 
reference to the four primary research questions identified above. 
Teachers of History and Geography who expressed an interest in 
articulating their conceptualisation and approaches to teaching were 
selected on the basis of having encountered teaching in civics and 
citizenship under the NSW syllabus. The PAR orientation required that 
as far as possible those who carried the risk and the burdens of risk 
should have the possibility of being able to benefit from the research. 
(Emmanuel et. al., 2000). Teachers were selected on the basis of their 
readiness to explore new kinds of teaching practice and to give their 
professional time and expertise for the benefit of collaborative research.
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Selected teachers who consented to participate were interested or 
curious to experience specialised subject content using AEC, and to 
reflect on its impact on professional teaching practice in CCE.
Teachers were drawn from five schools that represented the 
geographical, social and cultural diversity that existed in NSW 
secondary schools. Three of the selected schools were State government 
schools, one school was an Independent Catholic College and one 
school was a member of the Independent Schools Association. Three of 
the selected schools were in the Sydney metropolitan area. Two schools 
were located in non-metropolitan regions, and one of these was a 
government school. Wide boundaries were deliberately placed on the 
selection of these schools so that CCE could be explored across 
different socio-economic and regional groups, within both government 
and non-government secondary schools.
At the commencement of the study, consultation and discussion took 
place with officers of the NSW Department of Education, the 
Independent Teachers’ Association, the Catholic Education Office and 
the NSW Parliamentary Education Office. Staff and personnel from 
these agencies arranged to distribute a Subject Information Statement 
(Appendix 6) and a Participation Circular (Appendix 5) requesting the 
participation of teachers and school Principals. Formal and informal 
contact was made directly with school Principals, curriculum officers 
and teachers of History and Geography responsible for teaching civics 
and citizenship under the NSW syllabus. Consents and approvals were 
obtained from school Principals (Appendix 4), and teachers who 
volunteered to participate (Appendix 7). In the case of State 
Government schools, approval was provided by the NSW Department 
of Education. A more detailed analysis of the characteristics of case 
study schools is contained in Table 1 of Chapter Five.
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3.8 Data Collection
The data gathered for the study came from a variety of sources. These 
included two sets of qualitative interviews with participating teachers, 
direct observation of teaching practice in the classroom, informal 
discussion with teachers and school principals, observation of responses 
to AEC in the classroom, and completed student worksheets. The data 
gathered in qualitative interviews provided for semi-structured and 
open-ended responses to the use of AEC in classrooms of secondary 
school students of civics and citizenship. Observational journals were 
created to track the ways teachers’ approached practice and 
cumulatively recorded observations in five-minute time frames 
(Appendix 3). Notations and margin notes were made as events, 
comments and questions arose in the field. The observational journals 
included background information on student characteristics, and details 
of student year, subject and class date. They were a primary source for 
recording information and data about how teachers taught civics and 
citizenship, the methods they adopted, and the different teaching 
contexts in which they were situated (Appendix 3). A large volume of 
documents and materials were collected from school sites as a way to 
interpret teaching practice, school context, and students’ responses to 
CCE. These included: school notices; enrolment statistics, school 
brochures and reports; daily bulletins; absentee reports; meeting 
agendas; teachers’ work in progress; school assembly and function 
notices; rosters and timetables, prescribed text books, lesson plans and 
student worksheets. These documents assisted the researcher to gain a 
deeper understanding of the different school contexts and varied 
teaching practices of participating teachers. Each document was 
reviewed and analysed to identify its significance to what it might 
reveal about the teaching environment, teachers’ working conditions,
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the students of participating teachers, and the methods and approaches 
used in CCE.
In the first set of interviews in Stage One data were gathered on 
teachers’ perceived need for professional development in particular 
topic areas in civics and citizenship (Appendix 1). The second set of 
interviews gathered data on how teachers had viewed their experiences 
in the classroom, and how they perceived the use of AEC as a learning 
tool for professional development (Appendix 2). The investigative 
approach taken sought to encourage teachers to share and elaborate 
upon on issues arising from teaching practice in CCE through open 
discussion (Krueger, 1998). Teacher interviews were recorded using a 
digital audio tape (DAT) device, and each interview was transcribed. 
This method proved an effective way to reflect on what participating 
teachers had to say, and to deliberate on and cross-reference their 
responses over an extended period of time. Multiple cases added greater 
reliability to findings. By looking at the range of similarities and 
contrasts that emerged from teaching practice the precision and stability 
of the findings was strengthened. The qualitative methods used lent 
confidence to the identification of generic themes and patterns as events 
were observed in predictable ways (Miles and Huberman, 1994).
Following each class teaching session with AEC, the worksheets 
completed by students formed the basis of discussions between the 
researcher and teachers. As part of these discussions, teachers offered 
critical and constructive suggestions on how to improve the 
instructional methods adopted. As classes were sequentially conducted 
with teachers in the five different secondary schools suggested 
improvements and refinements were progressively incorporated in an 
iterative cycle of reflection, appraisal, and enhancement. By attending 
to the conceptual and practical aspects associated with teaching civics
87
and citizenship, teaching practice was placed at the centre of the 
investigation. This approach to data gathering supported inquiry into the 
relationship between the theoretical aspects of pedagogy in CCE and 
the use of practical tools for learning (Grossman, Hammemess and 
McDonald, 2009).
3.9 Data Analysis
Analysis involves the process of bringing order, structure and meaning 
to the mass of data collected (Marshall and Rossman, 1995). The task 
lies in finding manageable units, synthesising them and searching for 
patterns. Underlying the process of analysis is the need to identify what 
is important to be learned and worthwhile to tell others. Data analysis 
was carried out in conjunction with data collection. (Bogdan and 
Biklen, 1998) A multiplicity of data sources focused analysis on the 
primary research questions under investigation (Paragraph 3.2). These 
sources included: teacher interviews; school observations; classroom 
observations; experiences and incidents encountered in the field; 
teachers comments and reflections; recorded interviews with expert 
contributors, transcripts, discussions with school principals and other 
teachers; curriculum and syllabus documents; journals; textbooks and 
school documents, circulars and newsletters. As Merriam points out, 
multiple case study research:
has its own ‘levels’ in the sense tha there is ‘within c, 1998, p.
178).
Cross-case analysis and category construction formed an integral part of 
data analysis. A constant comparative method of analysis was 
undertaken using the different units of information gathered (Merriam, 
1998). In a step-by-step process, the data obtained from the various 
sources identified above were systematically reviewed. A summation of
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findings from each source was assembled, consolidated, reduced, and 
interpreted. This occurred by sorting and sifting through the materials to 
identify relationships between variables and differences between sub­
groups of teachers (Miles and Huberman, 1994) It was a complex and 
lengthy process that involved moving back and forth between concrete 
pieces of data and abstract concepts, between inductive and deductive 
reasoning, and between description and interpretation (Merriam, 1998).
Codes were affixed to teacher interviews and field noted from 
observations of classroom teaching. Data gathered from the different 
sources were compared by constructing tables and matrices to 
distinguish patterns and themes. The process of coding and 
categorisation enabled the results to be sorted into groups with common 
qualities and themes for interpretation and analysis. Categorisation was 
an intuitive process that was systematically informed by data gathered 
at each research stage, theoretical knowledge and the defined 
parameters of the research questions (Merriam, 1998; Miles and 
Huberman, 1994). The challenge was to construct categories and 
themes that captured recurring patterns, and that cut through the 
preponderance of data gathered (Taylor and Bogdan, 1984). The 
categorisation of case study school characteristics is set out in Table 1. 
Table 2 identifies the types of approaches and methods that CCE 
teachers identified in interview as adopting for teaching practice. The 
categories presented in Table 3 capture the recurring patterns in 
teaching practice following comparative analysis of the data gathered in 
Stages One and Two of the study. Table 4 presents the findings arising 
from the data gathered on teachers’ use of technology with students in 
the classroom. It categorises the different ways technology was used 
and the different approaches to teaching that participating teachers 
adopted in classroom practice.
89
As discussed, below various levels of analysis took place at each 
separate stage of the study ranging from simple descriptive analysis to 
high-level abstraction in theory construction relevant to teacher 
knowledge (Figure 1).
Stage One initiated the case study investigation into teaching practice in 
the five NSW schools where teachers were located (Denzin and 
Lincoln, 2000; Yin, 1994; Stake, 1995). Prior to teacher contact a close 
analysis was undertaken of curriculum and syllabus documents for 
mandatory areas of study in civics and citizenship. Informal discussions 
and meetings with participating teachers led to initial teacher interviews 
in 2002 where a substantial amount of qualitative data were obtained 
from which to analyse teachers’ approaches in CCE and the use of 
technology (Appendix 1).
At the conclusion of Stage One the data gathered from audio-recorded 
teacher interviews were transcribed and analysed. Data were initially 
collated, coded and compiled into tables to identify case study school 
characteristics (Table 1). Separate tables and matrices were constructed 
from the data to establish categories with reference to teachers’ reported 
experiences, training and education; and teaching methods and 
approaches. Table 2 sets out the categories derived from the data 
gathered from teachers’ viewpoints and reflection on methods and 
approaches to teaching practice. Table 3 provides a reductive synopsis 
of the data obtained from classroom observations. Teachers’ responses 
on the use of technology in the classroom was separately analysed on a 
teacher-by-teacher basis in conjunction with the data gathered from 
classroom observations of teaching practice. These results are presented 
in Table 4. Coding, categorisation and reflective inquiry enabled a 
comparative analysis of the data sourced from teacher interviews and
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classroom observations. The categories devised provided an 
interpretative analysis of different modes of teaching practice, and 
different kinds of teacher knowledge. Categorization of the different 
uses of technology in the classroom, and different pedagogical 
orientations in CCE allowed patterns and trends to be identified.
Data from teacher interviews conducted in Stage One shed light on the 
strengths and weaknesses in content knowledge that teachers 
themselves perceived in CCE. Teachers’ responses were analysed with 
reference to school context; teachers’ perceptions of student knowledge 
of subject content in CCE; and teachers’ perceptions of their own 
professional knowledge as teachers of civics and citizenship under the 
NSW syllabus (Appendix 1). Data from classroom observations 
gathered in Stage Two provided an important source from which to 
triangulate the findings that emerged from Stage One. Teaching practice 
was observed from different points of view by interviewing teachers in 
Stage One and conducting observations of teaching practice in the field 
(Neuman, 2003). Comparative analysis was undertaken with the data 
gathered from classroom observations of teaching practice and teacher 
responses from interviews in Stage One.
The generation of data acquired from each classroom encounter was 
recorded in observation journals, notes and diaries. It was 
correspondingly met with condensation, reflection and analysis in a 
cycle of inquiry that focused on the research questions, theoretical 
considerations, and experiences in the field. Information imparted by 
teachers, school principals and students in meetings, school assemblies, 
and informal discussions added to the richness of data under analysis. 
Data gathered from the everyday documents, notices and daily records 
provided by teachers and school staff were analysed with reference to 
the research questions. Casual observations of teacher characteristics,
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student characteristics and school contexts were recorded in the form of 
reference notes during school visits. Processing the large volume of 
data encountered involved a continuous cycle of reflection on the 
primary research questions, the conceptual theoretical orientation of the 
study, and the experiences encountered with teachers and students in 
daily school life. This cycle of reflective analysis occurred in multiple 
classrooms within different school contexts, and enabled a deeper 
awareness of the meanings constructed and explicitly imparted by CCE 
teachers and students.
The data gathered in Stages One and Two informed deliberation and 
analysis in Stage Three of the study in which specialised subject content 
was produced for classroom learning with AEC with digital video. 
Analysis of a separate kind was involved in compiling and producing 
specialised subject matter content for CCE. At the commencement of 
Stage Three syllabus documents were reviewed again in conjunction 
with the data obtained on CCE teachers’ approaches to teaching, and 
the learning needs, which they identified. From this analysis topics were 
selected for the production of DVD/video programs based on AEC. 
The focus and scope of subject content for each program was 
determined for each topic with reference to information and data 
provided by participating teachers. A sustained process of analysis was 
undertaken prior to recording interviews with expert contributors in 
Stage Three. As detailed in Chapter 4 of this thesis, diligent 
interdisciplinary research and analysis was essential to the creation of 
specialised subject matter content with authoritative expert contributors.
Analysis in Stage Three involved reviewing and integrating multiple 
sources of information including academic literature, writings, 
textbooks, published journals, articles, archival video, newspapers and 
other printed materials relevant to the work of prospective interviewees.
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A combined analysis of the content derived from these sources 
significantly shaped the questions that expert contributors were asked to 
respond to in recorded interview. Reflective analysis guided the process 
of editing and constructing the narrative developed for each DVD/video 
on selected topics. This process required deep immersion over time in 
the full transcripts of content derived from the interviews recorded with 
each individual expert contributor. Following a close analysis of the 
content provided at an individual level, a thorough cross-analysis of the 
content provided by other contributors occurred in building the 
narrative conversations constructed for each program. As emphasised in 
Chapter 6, intensive research and analysis was a vital pre-requisite for 
obtaining specialised subject matter content from experts in the field.
In Stage Four of the research, data gathering and analysis shifted in 
focus with its inquiry into the use of AEC on DVD/video for classroom 
learning in CCE. For the researcher as co-teacher analysis during this 
action phase of the research was restricted. Prior to the presentation and 
use of AEC in the classroom meetings were however held with 
participating teachers to analyse and plan instructional strategies 
appropriate for students in each class. Individual and separate learning 
environments required an analysis of a variety of variables in 
collaboration with participating teachers. These variables primarily 
included student learning needs, student learning characteristics, 
physical venues, and availability of technology.
In Stage Five analysis was concerned with interpreting the responses to 
the qualitative interviews conducted with teachers following use of 
AEC in the classroom (Appendix 2). In common with Stage One 
interviews, qualitative data were derived from open-ended and semi- 
structured interviews with participating teachers. For this study coding 
of teachers’ responses took the form of analysis (Miles and Huberman,
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1994). Analysis of formative data analysis occurred on an iterative basis 
prior to, and following each occasion on which AEC was used with 
teachers and students in the classroom. Repetition of this cycle occurred 
in classrooms over a period of three years and served to strengthen the 
validity of the data. Data management was carried out using index 
cards, file folders, computer data management tools and hardware 
storage devices. Once codes were attached to identify each participating 
teacher a process of data reduction followed by sifting and sorting the 
vast amount of material collected into groups for analysis.
As Miles and Huberman state :
Most analysis is done with words. The words can be assembled, 
subclustered, broken into semiotic segments. They can be organized to 
permit he researcher to contrast, compare, analysze and bestow patterns 
upon them (Miles and Huberman 1994, p. 12)
This study relied on retrieving material and assembling words into, sub­
clusters and categories that combined to condense relevant information 
into easily analysable units. This allowed the data to be contrasted, 
compared and analysed. Patterns and themes were identified from the 
case study database by constant comparative analysis. Cross-case 
analysis took place by comparing the results gathered from teachers in 
multiple secondary schools. This analysis led to the development of the 
categories and sub-categories by which to interpret teachers’ 
experiences in CCE and their responses to AEC in the classroom. 
Continuing reflection and interpretation of an extensive database led to 
thematic links and insights into teaching practice in CCE. Functions and 
factors were identified to group disparate fragments of data into a more 
inclusive whole.
The analysis of the impact of AEC involved a separate set of categories, 
which were built from an interpretive analysis of the responses to
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interview questions gathered during Stage Five of the research 
(Appendix 2). The responses gathered from the semi-structured 
questions put to participants following teaching sessions are set out in 
Table 5. This provides a categorisarion of the findings that emerged 
from teachers’ responses on the impact of the use of AEC in the 
classroom. Table 6 identifies teachers’ responses to AEC in the 
classroom on a teacher-by-teacher basis. Table 7 presents a summation 
of the findings obtained from teachers’ responses to the impact of the 
methods used in class on teacher’s professional development. The 
patterns and recurring themes that arose from these categorisations form 
the basis of the inferences and analysis contained in Chapter Nine.
Stages Four to Six of this research centred on an epistemology of practice 
that structures and examines the work of teaching ‘from the inside’ (Ball, 
2000). Unlike conventional research it did not purely exclude the work of 
practice from the undertaking of inquiry. Rather it aimed to understand 
the local meanings, language, norms, social contexts and practices that 
arose by moving beyond the role of participant-observer to participant- 
teacher. This course of action assumed a risk of bias. Such risk 
necessarily attaches to research of a qualitative kind that extends beyond 
the context of ‘looking in’ (Ball, 2000). In knowingly adopt the self as a 
mechanism to construct insights, perspectives and knowledge, an 
awareness of bias and a need to compose distance was recognised. To 
meet this need the investigation of teacher knowledge in CCE, and 
teachers’ experiences with AEC in the classroom were treated as matters 
for open peer and collegial scrutiny. During Stage Four of the study an‘ 
inquiry from the inside’ approach was expressly adopted to allow for 
collaborative learning and peer review.
The research design established defined boundaries and staged 
parameters for the involvement of the researcher as participant-observer,
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and researcher as participant- co-teacher. Six separate research stages 
were systematically co-ordinated and implemented (Figure 1). Organised 
planning allowed the researcher to ‘move in’ and ‘move out’ of school 
sites on a regular, but intermittent basis, thereby maintaining a degree of 
separation between researcher and participating teachers as subjects of 
inquiry. Having distinct research phases with explicit boundaries of 
investigation assisted distance between the researcher and subjects of 
inquiry. The four primary research questions fundamentally grounded the 
investigation, and provided a fixed set of reference points for 
investigation (Paragraph 3.2).
Interweaving the empirical with the conceptual holds implications for the 
reliability of any qualitative educational research that investigates real 
life teaching practice. While combining conventional case study methods 
with a PAR orientation posed additional benefits it also created 
methodological challenges. In particular, the fusion of the role of 
researcher and teacher in the active phases of the research made the 
location of claims about the work complex and problematic. The tight 
interconnection of voice, professional identity, experience, and 
interpretation challenged the capacity of the researcher to stand back and 
critically analyse the database. In circumstances where co-teaching 
partnerships had been built prior to final interview the fusion of the roles 
of participant and observer had the potential to either inhibit criticism or 
embellish teacher responses. The data gathered in relation to the impact 
of AEC need to be interpreted in this context.
Reliability in terms of replication of findings is problematic in real life 
investigation of this kind. The research was naturally influenced by a 
multitude of shifting variables arising from the different contexts of each 
of the five case study schools. The random and unpredictable nature of 
many of these variables was especially apparent in relation to
96
accessibility, and functionality of technology in classrooms. Any 
research into how technology is adopted and used in classroom teaching 
practice unavoidably imports some measure of obsolescence in the face 
of rapid technological change. Where human behaviour is never static, 
limits to validity of data need to be acknowledged and accepted 
(Merriam, 1998).
As Hooley points out, the validation of research inquiry can be viewed as 
part of an ongoing discussion and communication between participants 
rather than a checking of facts and data that can be replicated:
truth or perhaps more accurately trustworthiness emerges over time 
as the practical outcomes of a research program are witnessed. Truth 
is not seen in the data, but in social practice and the subsequent 
human interpretation of data by application of human reason. When 
it is generally agreed by participants that statements made are 
accurate and in accord with community experience and 
understanding then a pragmatic validity has been achieved (Hooley, 
2005, p. 77).
3.10 Overview of Research Stages
The following sub-paragraphs map and describe the six separate stages 
of research and analysis undertaken with participating teachers in five 
NSW secondary schools. The overview of these six stages is 
diagrammatically represented in Figure 1.
3.10.1 Teacher Interviews: Conceptualising Civics and Citizenship
Stage One of the study involved semi-structured interviews with CCE 
teachers of History and Geography to gather views and approaches to 
civics and citizenship in the classroom (Appendix 1). Interview One 
relied on open-ended questions that allowed participating teachers to 
select the manner in which they respond. This approach sought to
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encourage teachers to exchange and develop viewpoints on issues 
affecting CCE through open discussion (Kreuger, 1998). Teacher 
interviews were recorded, and written transcripts of interview were 
made.
Of the nine teachers who participated in Stage One of the study, four 
taught both History and Geography. Three teachers taught Geography 
only and two taught History only. Of the nine participants in Stage One 
of the study, four were female and five were male. The range of 
teaching experience varied broadly within the sample. Four teachers 
had over 20 years of experience, two had over 10 years of experience 
and three teachers had less than five years of experience. The majority 
of teachers held the qualifications of Bachelor of Arts and Diploma of 
Education. One-third of participating teachers hold postgraduate 
qualifications in education.
3.10.2 Classroom Observation: Teaching Practice and the Use of 
Multimedia Technology_
Following initial interviews, classroom observations of teaching 
practice took place in five NSW secondary schools and Observational 
Journals were routinely used (Appendix 3). Stage Two of the study 
commenced in May 2001 and 42 classes were observed over an 18- 
month period. Observations were made of nine CCE teachers and 
included 18 classes of History and 24 classes of Geography.
Teachers’ approaches to civics and citizenship were observed in classes 
of students across a range of different ages, including Years 8, 9 and 10. 
Participating teachers were observed for a minimum of three classes, of 
at least 40 minutes in length. The time that class practice was observed 
varied for each teacher, subject to the individual permissions of teachers
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and timetabling issues. Additional observations were recorded in 
classes of other teachers in the participating schools, and informal 
views on teaching civics and citizenship and the use of communications 
technology in the classroom were regularly exchanged.
The development of multimedia resources in Stage Three of the study 
relied significantly on the information and data gathered in Stages One 
and Two of this study. The information made available enabled a closer 
understanding of how CCE teachers facilitated learning through 
classroom teaching practice and how multimedia was used in different 
classroom settings. This knowledge was instrumental to the design, 
development and adoption of the multimedia resources presented in 
classrooms during Stage Four of the study.
By comparing the views expressed by teachers, with the classroom 
observations gathered, a more complete understanding was gained on 
how civics and citizenship is approached in practice in NSW secondary 
schools. Classroom observations offered valuable insight into how CCE 
teachers use and approach multimedia in the classroom. The data 
arising from these observations provided formative data from which the 
production and use of multimedia resources in classrooms were 
informed and shaped.
3.103 Making Interactive Multimedia for Classroom Teaching
Stage Three of the study involved the development of multimedia 
resources using AEC. These resources aimed to create new pathways 
and to support learning by building student and teacher knowledge and 
understanding of democratic concepts and subject matter relevant to 
contemporary civic arrangements within Australia and internationally.
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Selecting the appropriate multimedia platform for the production of 
resources in Stage Three of the study involved a number of 
considerations. 2001-2004 marked a period of rapid introduction and an 
increase in the use of DVDs in classroom teaching. The possible use of 
other forms of communications technology for this study had to be 
excluded at the outset on the basis that only two schools in the study 
had computer facilities which could enable the regular and reliable use 
of interactive computer programs in classroom teaching. The other three 
schools in the study had limited access to computer technology. 
Individual student access to computers for use in the classroom could 
not be reliably assured in these schools. Having regard to the different 
needs of teachers and their diverse school contexts, computer 
technology was not a viable option as a platform from which to explore 
the use of multimedia resources using AEC in the classroom. A study of 
the use of AEC using interactive computer programs in the classroom 
would require that schools be selected on different criteria from those 
chosen for this study. Given such restrictions, the common platform 
accessible to all schools participating in the study was identified to be 
either analogue video (VHS) or DVD.
The multimedia resources developed in Stage Three of the study consist 
of four DVD/video programs using AEC combined with printed 
instructional materials to facilitate learning in the classroom. These 
resources were compiled and produced following classroom 
observations and interactive discussion with participating teachers 
(Appendices 9-12).
Four DVD/video programs were produced for the study on topic areas 
identified with reference to the NSW syllabus. Two programs, 
Democracy and Active Citizenship and The 1975 Dismissal relate to 
areas of study under the History syllabus Stages Four to Five. The other
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two programs, Global Governance and Global Citizenship, relate to 
areas of study under the Geography syllabus Stages Four to Five. To 
facilitate learning with AEC in the classroom, instruction guides, lesson 
plans, student worksheets and review overheads were developed in 
consultation with CCE teachers. Throughout the study, iterative review 
with reference to the input of participating teachers informed 
enhancements of the multimedia resources used by students in class. 
Through informal discussion, criticism and suggested improvements, 
participating teachers provided different insights on how to facilitate 
learning using multimedia and AEC in their respective classroom 
environments.
Classroom experimentation and feedback on all aspects of the 
multimedia resource during Stage Three of the study allowed for an 
iterative process of review and appraisal at the conclusion of each class. 
This collaborative involvement was essential to developing the 
instructional methods needed to support learning with communications 
technology in the different classrooms of students to which the 
researcher was introduced. The role of teacher as gatekeeper played a 
central role in providing access to classes of secondary school students 
for the purposes of research. Close teacher involvement was essential 
for the researcher to gain familiarity with the ways in which each 
participating teacher approached civics and citizenship and used 
communications technology in classroom teaching.
3.10.4 Involving Teachers and Students with Authoritative Expert 
Content
In Stage Four of the study the multimedia resources developed in Stage 
Three were introduced into secondary school classrooms by the
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researcher in collaboration with participating teachers. Sixteen teachers 
across five schools volunteered to participate in Stage Four. This 
included seven teachers of History and nine teachers of Geography. 
Within this sample, eight teachers were female and eight teachers were 
male. From 2004-2005, 70 classes of 40 minutes duration were 
undertaken with participating teachers and over 800 students from 
Years 8-10 inclusive. The multimedia resources and the methods by 
which they were developed for classroom teaching in the subjects of 
History and Geography are presented in the next chapter.
3.10.5 Identifying the Impact of Multimedia Resources using 
Authoritative Expert Content in the Classroom
Teachers’ responses to the multimedia resources and their impact on 
students were gathered in final interview during Stage Five of the study 
(Appendix 2). Sixteen teachers provided responses to Interview Two on 
the impact of AEC on their students’ learning and their own 
professional development. This second, semi-structured survey 
interview was used to assess the perceived impact of AEC on teacher 
knowledge. It included open-ended questions to elicit the responses of 
CCE teachers who observed the use of AEC in the classroom. This was 
designed to capture open-ended responses to investigate the perceived 
impact of AEC on teachers’ PCK and its possible application to CCE in 
the classroom. The methods used sought to draw out teachers’ attitudes, 
opinions and insights on CCE, classroom practice and the use of AEC 
as a learning tool (Greenbaum, 1998).
3.10.6 The Role of Reflection in Methodology and Design
The role of reflection was integral to the study and is implicit in the PAR 
orientation adopted. It provided a focal point in the sequence of events
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occurring at each research stage. Reflective analysis was guided and 
determined by the separate research questions which directed the study: 
how do teachers conceive CCE; how do they approach teaching practice 
in CCE; what impact, if any did they perceive AEC as having on 
knowledge of subject matter content in CCE. As illustrated in Figure 2 a 
cycle of inquiry was commenced at the initial stages of research with a 
close analysis of syllabus content and objectives and teaching approaches 
to learning about civics and citizenship in secondary schools. Reflection 
on these matters informed the next cycle of inquiry concerned with 
identifying and observing real life teaching practice. The data and 
information gathered from each cycle of inquiry guided reflective 
analysis of how to devise and build specialist subject matter content 
using AEC in the classroom.
Another cycle of reflection and inquiry is illustrated in Figure 3. This 
cycle of inquiry involved researching, developing, and appraising the 
construction of the multimedia resources using AEC. The responses 
obtained from teachers following an initial test construction led to a basic 
template of instructional methods and techniques for classroom teaching. 
A review and modification of these instructional methods and strategies 
took place on each subsequent occasion AEC was adopted with students 
and teachers in class. A re-iterative cycle of reflective inquiry was 
undertaken as the use of AEC was replicated in secondary school 
classrooms with the support of teachers. This cycle of inquiry facilitated 
the collaborative exploration of the use of AEC as a method of 
instruction in CCE. Discussions with teachers about the methods 
adopted, their observations of student responses, and constructive 
feedback fed the iterative cycle of review with each cycle of inquiry 
building on the last. This was a continual process of evolving and 
reflective inquiry shaped by the successes and failures observed, 
encountered, and reported by participating teachers.
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3.11 Selection of Technology Platform
To enable the distribution of content across all five schools it was 
originally necessary to produce the video programs in both analogue and 
digital format. Not all schools had access to DVD players at the start of 
the study, and in two schools this equipment was not unavailable. By the 
conclusion of data gathering in August 2005, DVD equipment enabled 
classroom teaching in all schools, although on a restricted basis for some. 
This marked a time when analogue video continued to play a discernible 
role in classroom teaching, and the resources created for this study had to 
be produced in both analogue video and DVD format. AEC was 
presented in classrooms using either a television monitor or wide screen 
projector linked to either a video or DVD player. In this way the 
technology was applied to enable optimal distribution of AEC to teachers 
and students within each of the different classroom contexts in different 
schools.
While the two non-government schools had access to computers and 
DVD equipment and facilities at the commencement of this study, the 
three government schools had limited or restricted access to such 
technology. The use of computer-generated learning programs using 
AEC in classrooms was not feasible. At the time, the combined use of 
analogue video and digital video was the only available means to 
establish a common and accessible way to communicate audio-visual 
content to teachers and students across schools. A detailed description 
of the design framework and methods used to produce and adopt AEC 
for the classroom learning is contained in Chapter Four.
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3.12 Validity
Research must reflect an authentic representation of the phenomena 
under investigation. Multiple sources of data strengthen the prospect of 
gaining such a representation. As identified previously, the multiple 
sources of data gathered for this study included recorded interviews, 
transcripts, observational journals, field notes, curriculum and syllabus 
documents, teachers’ notes, school documents and reflective notes and 
summaries. The trustworthiness of the data and their interpretation 
depended on accurately representing the perspective of teachers 
(Denzin and Lincoln, 1997). The following criteria provided useful 
reference points for rigour in research methodology: credibility, 
dependability, transferability and ‘confirmability’ (Lincoln and Cuba, 
1985; Straus and Corber, 1994; Neuman, 2003). The concepts of 
credibility and dependability were concerned with ensuring the research 
accurately reflected the evidence and that checks for internal 
consistency were carried out. These concepts emphasise trustworthiness 
as a parallel idea to objective standards (Neuman, 2003). Transferability 
speaks to the extent to which the conclusions of a study have any larger 
import (Lincoln and Guba 1985) In this research it required that 
connections were made to theoretical knowledge beyond the immediate 
study (Miles and Huberman 1994). Finally, confirmability involves the 
capacity to verify the authenticity of sources. In this study a primary 
check to support confirmability was provided by the vast body of 
lengthy transcripts, recordings, written notes, journals, and other 
documents which trace the research process.
The process of triangulation was also used in this study to support 
credible findings. Triangulation refers to the technique of cross­
checking the consistency of information derived at different times and 
by different means within qualitative research studies (Patton, 1990;
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Denzin and Lincoln, 1997). Data gathered from teacher interviews in 
Stage One were matched and compared with observational data 
obtained from teachers in secondary school classrooms in Stage Two. 
The cross-checking of informant interviews with participant 
observation of real life teaching strengthened the internal validity of the 
study. Extensive engagement in classrooms and schools allowed for 
sustained observation and regular cross-checking. The extended period 
of the field research involving the replication of classroom activities 
with AEC further reinforced the validity of the findings.
Participating teachers were representative of a wide range of ages, and 
backgrounds within diverse school contexts. In Stages One and Two 
participants included five senior teachers, and four younger, less 
experienced teachers. Most of these teachers had responsibilities for 
training and mentoring others. Each was interested to improve teaching 
in CCE, motivated to engage continuing professional development, and 
committed to research in teacher education. As the numbers of 
participating teachers grew A shared willingness to explore new 
instructional strategies was acted upon by 7 more participating teacher 
in Stage Four. The 16 teachers in both government and non-government 
schools who volunteered to participate in the study reflected a sample 
of ‘change agents’ in CCE through their attitudes and positive 
engagement to professional development and teaching practice.
Teachers were asked to comment on results and tentative findings as 
they emerged. ‘Member checks’ with teachers were made as formative 
data and preliminary interpretations were openly and critically 
discussed (Merriam, 1998). Peer-scrutiny took place throughout the 
study with the support of participating teachers, and was instrumental to 
the construction of classroom learning environments in Stage Four. This 
practitioner-based investigation explored the impact of AEC as a
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method of building knowledge and stimulating learning in CCE. The 
use of AEC as an instructional method was originally devised by the 
researcher as a senior lecturer of law in the university sector. 
Pedagogical knowledge and skills acquired as a university lecturer were 
adapted and applied for this study as a way to explore the use of the 
method with teachers and students in secondary schools.
The research undertaken involved interaction with participating 
teachers as colleagues in the natural flow of activity, rather than 
adherence to a fixed operational routine. Such an approach led to 
insights, discussions, comments and information of unanticipated kinds 
(Pritchard, 2002). It also led to collaborative teaching partnerships with 
participating teachers.
While the action research orientation allowed a social and personal 
dimension to enter the study of teaching practice in CCE, it raised 
issues of bias that needed to be taken into account in relation to the 
research findings. The tendency that exists in practitioner-based studies 
to ‘own’, or be too closely ‘attached’ to teaching methods and 
approaches under inquiry must be acknowledged and where possible 
countered with techniques that can strengthen validity in the research 
process. As a researcher ‘on the inside’, such tendencies were countered 
by actively and consciously composing distance from the subject of 
inquiry (Ball, 2002).
The study ensured the archiving of an extensive audit trail of notes, 
recordings, transcripts, printed materials, work sheets, folders, teacher 
interviews, diaries, journals, and file notes to verify the processes 
conducted, and the analysis undertaken (Le Compte and Preissle, 1993). 
Data analysis incorporated the researcher’s reflections, introspection 
and self- monitoring with ‘disciplined subjectivity’ (Erikson, 1973). As
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detailed in Paragraph 3.13 below each phase of the research involved 
continual questioning, analysis and re-evaluation with reference to the 
research questions posed.
Although the study primarily involved a two way inquiry between the 
researcher and participating teachers, it might be characterized as 
involving a four-way learning inquiry in partnership with teachers, 
expert contributors, and students. Such an inquiry raised complex issues 
of validity. As Devereux suggests, there is always an overlap between 
the subject and the observer, and between the researcher and their 
object of study and subjectivity is inherent in all observations and 
responses. (Devereux 1967). This can lead to a sense of underlying 
unease in situations where subjects of research are being watched and 
projected onto by the researcher, and vice versa. Although methods may 
be devised and implemented as a defence to such counter-transference, 
such methods run the risk of merely providing:
the illusion that they abolish all subjectivity and entirely neutralize
anxiety (Devereux, 1967).
The PAR orientation applied to this study did not assume or assert that 
the subject of inquiry chosen could be viewed with an objective 
perspective. Rather, it transparently and openly acknowledges the 
intrinsic biases that existed (Reason and Bradbury 2001; Neuman 2003; 
Hooley, 2005). At a phenomenological level the study demonstrated 
that research conducted with collaborative groups of active participants 
can reveal and offer new insights into teaching practice in CCE and new 
kinds of pedagogical methods for teaching and learning.
The study developed and adopted methods and approaches that focused 
on the effects of the research on others. The internal validity of the 
research undertaken was strengthened by inbuilt checks and regular
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peer appraisal by participating teachers. The implementation of the 
study depended on an awareness and understanding of participants’ 
professional learning needs and the learning needs of their students.
As Hooley points out, validation of research inquiry can be conceived 
in ways that go beyond checking facts and data that can be replicated:
truth or perhaps more accurately trustworthiness emerges over time as 
the practical outcomes of a research program are witnessed. Truth is 
not seen in the data, but in social practice and the subsequent human 
interpretation of data by application of human reason. When it is 
generally agreed by participants that statements made are accurate and 
in accord with community experience and understanding then a 
pragmatic validity has been achieved (Hooley, 2005, p. 77).
3.13 Reliability
The term reliability in the traditional sense is problematic when applied 
to qualitative research. Reliability refers to the extent to which research 
findings can be replicated; yet real life investigation of diverse teaching 
practice does not readily permit this (Miles and Huberman, 1994; 
Merriam, 1998; Ball, 2000). The variability or ‘messiness’ of 
classroom teaching is well appreciated by practitioners who regularly 
encounter wide-ranging, uncertain and unexpected events in high 
school teaching practice. In circumstances where human behavior and 
technology are never static, other ways of viewing reliability had to be 
adopted in this study. As Lincoln and Guba suggest, in non-static 
situations ‘dependability ‘ and ’consistency’ of results obtained from 
the data can provide another way to conceptually view reliability 
(Lincoln and Guba 1985, p 288). The question isn’t whether the 
findings can be replicated, but whether the results or findings are 
consistent with the data collected (Lincoln and Guba, 1985). This 
perspective offered a suitable lens through which to check reliability in 
this qualitative case study.
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Several techniques were adopted to ensure dependability of results. 
First the assumptions, theoretical orientation, and objectives behind the 
study were made explicit to all participants and contributors from the 
outset. Thereafter multiple methods of data collection and analysis were 
carried out to allow for triangulation of data and the categorisation of 
information and results. Collecting data over regular and extended 
periods allowed for continual data analysis on a comparative basis 
between different teachers in different schools. This made it possible to 
refine constructs and ensure a closer match between researcher 
categories and participant realities.
This study speaks to the role of the practitioner in developing 
knowledge about teaching practice (Heaton, 1994; Lampert 1986; 
Wineberg and Wilson, 1991; Ball, et. al., 2007; Grossman, et. al., 2007; 
Ronfeldt and Grossman, 2008). Research of this kind provides a special 
case of the genre of qualitative case studies (Borko, C Brown, Eisenhart 
and Underhill, 1992; Wood, Cobb and Yakel, 1991). This genre 
benefits from deliberately using the position of teacher as researcher to 
ground questions, structure analysis and interpret inquiry. Such an 
approach allowed for the investigation and exploration of teaching 
practice in CCE in ways that other methods did not permit. Where 
researchers use their own practice as teachers as a site for scholarly 
work they face an endemic challenge. The subjective presence of the 
personal self tests objectivity in the research process. The traditional 
research imperative to separate the self from inquiry means that the 
validity of first- person research and reflective inquiry can be prone to 
claims of systematic bias (Ball, 2000; Hooley, 2005; Burns, 2007; 
Grossman, 2007). In response to such concerns this study has relied on 
the growing literature base which directly addresses the threats to 
validity which the participatory self engenders (McTaggart, 1991;
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Reason and Bradbury, 2001; Pritchard, 2002;Khanlou and Peter 2004; 
Ramos 2005; Burns, 2007; Grossman, 2007). As Burns comments, the 
explicit emphasis on testing ideas is intended to create a climate in 
which all ideas from all sources of information will be subject to critical 
scrutiny:
This present a profound challenge when applied to the (student) teacher’s 
existing ideas about how to teach; how much more so when the ideas 
they are invited to test are those at the hear to of their understanding of 
the subject discipline itself and the identity that some (but not all) hold as 
subject specialists, or professionals (Bums, p. 447).
At the commencement of this study the researcher was situated in the 
conventional role of the researcher who was looking in on teaching and 
learning. During Stages One and Stage Two of the study the researcher 
was introduced into teaching practice in schools, yet remained at the 
periphery of the classroom. Teachers and students were observed in the 
traditional role of participant-observer. The researcher adopted the role of 
‘outsider’ as a university teacher trying to understand the ‘inside’ world 
of secondary school teaching practice. The composed distance offered by 
this role allowed the researcher to see and hear things otherwise merely 
assumed. It also helped to identify and raise possibilities ‘insiders’ might 
not consider. In Stage Four of the research the role of the researcher 
shifted from ‘participant-observer’ to ‘participant-co-teacher’ as part of 
the PAR framework adopted (Figure 2).
Stages Four to Six of this research centred on an epistemology of practice 
that structures and examines the work of teaching ‘from the inside’ (Ball 
2000). Unlike conventional research it did not purely exclude the work of 
practice from the undertaking of inquiry. Rather it aimed to understand the 
local meanings, language, norms, social contexts and practices that arose 
by moving beyond the role of participant-observer to participant-teacher. 
This course of action assumed a risk of bias. Such risk necessarily 
attaches to research of a qualitative kind that extends beyond the context of
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‘looking in’ (Ball, 2000). In knowingly adopt the self as a mechanism to 
construct insights, perspectives and knowledge, an awareness of bias and a 
need to compose distance was recognised. To meet this need the 
investigation of teacher knowledge in CCE, and teachers’ experiences with 
AEC in the classroom were treated as matters for open peer and collegial 
scrutiny. During Stage Four of the study an‘ inquiry from the inside’ 
approach was expressly adopted to allow for collaborative learning and 
peer review. As Neuman points out, where research inquires into people in 
a specific setting the researcher may work alone, but others are aware of 
the evidence that emerges. Though questions of bias arise, such inquiry 
may also:
Provides a sense of immediacy, direct contact and intimate knowledge
(Neuman, 2003, p. 142).
The research design established defined boundaries and staged 
parameters for the involvement of the researcher as participant-observer, 
and researcher as participant- co-teacher. Six separate research stages 
were systematically co-ordinated and implemented (Figure 1). Organised 
planning allowed the researcher to ‘move in’ and ‘move out’ of school 
sites on a regular, but intermittent basis, thereby maintaining a degree of 
separation between researcher and participating teachers as subjects of 
inquiry. Having distinct research phases with explicit boundaries of 
investigation enabled distance between the researcher and subjects of 
inquiry. As emphasised previously, the four primary research questions 
identified in this chapter fundamentally focused the investigation, and 
provided a fixed set of reference points for investigation.
Interweaving the empirical with the conceptual holds implications for the 
reliability of any qualitative educational research that investigates real 
life teaching practice. While combining conventional case study methods 
with a PAR orientation posed additional benefits it also created
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methodological challenges. In particular, the fusion of the role of 
researcher and teacher in the active phases of the research made the 
location of claims about the work complex and problematic. The tight 
interconnection of voice, professional identity, experience, and 
interpretation challenged the capacity of the researcher to stand back and 
critically analyse the database. In circumstances where co-teaching 
partnerships had been built prior to final interview the fusion of the roles 
of participant and observer had the potential to either inhibit criticism or 
embellish teacher responses. The data gathered in relation to the impact 
of AEC need to be interpreted in this context.
Reliability in terms of replication of findings is problematic in real life 
investigation of this kind. The research was naturally influenced by a 
multitude of shifting variables arising from the different contexts of each 
of the five case study schools. The random and unpredictable nature of 
many of these variables was especially apparent in relation to 
accessibility, and functionality of technology in classrooms. Any 
research into how technology is adopted and used in classroom teaching 
practice unavoidably imports some measure of obsolescence in the face 
of rapid technological change. Where human behaviour is never static, 
limits to reliability of data need to be acknowledged and accepted 
(Merriam, 1998).
3.14 Summary
Chapter Three has presented the research design and methodology from a 
macro perspective. It identifies the primary research questions that 
ground and delineate the inquiry. It has examined the use of case study 
method and the ways in which this methodology was combined with 
action research methods. Chapter Three has focused on issues concerned 
with the reliability and validity of the data gathered in the context of
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practitioner-based research into teaching practice. It has set out the 
various stages of the research design and its implementation. The 
following chapter focuses further on the research design, but from a 
micro perspective. Chapter Four explains the design, methods and 
techniques applied to produce and use AEC with digital video technology 
(Figure 3). It analyses in detail the methods developed to create 
interactive learning environments in CCE in the classrooms using AEC 
and video technology (Figure 4).
114
Chapter Four
Building Multimedia Learning Environments for Civics and
Citizenship
4.1 Introduction
Television, video, computers, mobile communications and the Internet 
continue to impact on teaching practice in secondary schools worldwide. 
Secondary school students in a modern world have been acculturated by a 
global mass media brought about by the rapidly changing interface of 
digital technologies. Students are connected with communications 
technology in previously unimaginable ways. Despite the proliferation of 
changing technologies, teachers’ views, experiences and approaches to 
pedagogy and the use of technology remain largely unexamined in 
Australia (Pegg, Reading and Williams, 2007). Scholarly inquiry into 
teaching practice and the use of technology in the classroom is however, 
slowly emerging in response to new technologies and the possibilities they 
offer for building teacher and student knowledge (Alexander, & Hedberg 
1994; Fitzgerald, 2007).
A key component of this study lies in its reflective inquiry into teaching 
practice and the use of technology in the field of CCE. This chapter sets out 
the design principles applied to the production and use of multimedia 
learning environments using DVD/video technology. For this study AEC 
had to be constructed using analogue and digital technology to enable 
distribution across schools. Instructional strategies, text and print materials 
were simultaneously employed with audio-visual content to stimulate 
learning in designated subject areas under the syllabus. The exploratory use 
of AEC with CCE teachers and students aimed to discover ways of 
integrating subject matter content, audio-visual technology and 
instructional strategies in classroom teaching practice. Through an ongoing
115
reflection on the nature of this process of integration, new pedagogical 
insights were made possible. Critical reflection on the methods applied to 
the production of specialised subject content with video technology was 
also made possible. The use of AEC with teachers in classrooms provided a 
vehicle to investigate how technology was used in classrooms to build 
knowledge building in response to benchmarks for learning in civics and 
citizenship.
4.2 Research Inquiry into Production Methods and Instructional 
Methods based on AEC
Figure 3 sets out a diagrammatic representation of the research approach 
adopted to enable critical reflection on the production and use of 
multimedia resources based on AEC. This research inquiry encompassed 
four interrelated research streams made up of: curriculum research, 
pedagogical research, appraisal research; and production research. With 
respect to curriculum research, the design of the resources used in the study 
placed a direct focus on the NSW syllabus for History and Geography, 
Stages 4 and 5 (Board of Studies NSW, 2002). As discussed in Chapter 
One, civics and citizenship was part of the mandatory syllabus for 
secondary school students in NSW and was embedded in the two subjects 
of History and Geography. The production of multimedia resources was 
fundamentally guided by reference to learning outcomes in the NSW 
syllabus for civics and citizenship in both subjects.
CCE learning outcomes for History included an improved knowledge and 
understanding of political history, constitutional systems, the role and 
powers of government, the judicial system and democratic processes. The 
History syllabus further sought to develop the skills, values and attitudes
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Figure 3. Overview of Research into the Production and Use of 
Multimedia for Classroom Learning
necessary for active civic participation. In common with the History 
syllabus, learning outcomes under the Geography syllabus included the 
development of knowledge, understanding, values, attitudes and skills to 
participate as informed citizens in a global world. In gathering and 
compiling AEC to engage learning in CCE, multimedia resources were 
designed with reference to learning objectives which aimed to ‘develop 
informed and responsible attitudes towards people, cultures, societies and 
environments’ (Geography Syllabus, Board of Studies NSW, 2002). In this 
way the study tied to broker learning objectives by combining the theory of 
teaching with the acquisition of specialised subject knowledge in civics and 
citizenship.
Following curriculum research and pedagogical research in Stages One and 
Two of this study, AEC using DVD/video technology was produced and 
used to engage learning in mandatory focus areas under the NSW syllabus. 
At the time of research, mandatory focus areas for History included The 
1975 Dismissal and Democracy and Active Citizenship. Two DVD 
programs were accordingly produced for these focus areas. Particular 
emphasis was placed on acknowledging the distinction between civics and 
citizenship for each separate topic (Mellor, 2004). The first DVD/video 
program for History, for example was designed to support learning 
outcomes relevant to civic institutions and arrangements. The second 
program was designed to support learning outcomes more directly relevant 
to dispositions and skills for participation as citizens.
Likewise, in the subject of Geography, mandatory areas included Global 
Citizenship, Investigating Australia’s Identity, Managing Global 
Environments and Australia in Its Regional Context (Geography Syllabus, 
Board of Studies NSW, 2002). Accordingly, two DVD programs, Global 
Governance and Global Citizenship, were made in this subject to 
distinguish between learning outcomes concerned with civic arrangements 
and those more concerned with participatory dispositions and skills.
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Consistently with contemporary international developments in CCE 
(Kennedy, 1998; Print, 1997; Hahn, 1998a; Tourney-Purta, Schwille and 
Amadeo, 1999: Print, 2001; Macintyre, 1995; Mellor & Brennan, 1996), the 
NSW syllabus comprised local, national and global dimensions. The 
curriculum research undertaken informed the production of AEC for this 
study in ways that were reflective of contemporary developments in CCE. 
Most teachers in the study identified difficulties in delivering curriculum 
and syllabus outcomes due to ‘content overload’ and having insufficient 
time to cover learning goals. This study attempted to work within the 
parameters set down by the NSW syllabus as guided by teachers, and the 
time constraints that existed.
In respect of pedagogical research, Stages One and Two of the study 
provided rich qualitative data and information on how teachers approached 
CCE and how they used technology to support student learning in the 
classroom. The data gathered provided a deeper knowledge of teaching 
practice and the different pedagogical approaches and methods used to 
teach in real-life classrooms. The formative data collected during the 
preliminary stages of the research highlighted the need for diverse 
approaches and methods in response to students of different learning needs. 
This research shaped the instructional strategies devised for use with AEC. 
For example, in classes of students with low to moderate ability highly 
simplified learning tasks were included. For students with limited English 
language skills, more attention was given to developing language skills 
through the use AEC. The pedagogical research undertaken supported the 
development of instructional strategies adopted for use of AEC in response 
to the individual classroom situation encountered. Exchange of teacher 
knowledge about students and teaching (KST) facilitated the use of the 
AEC produced and adopted during Stage Three and Stage Four of the 
research. The multimedia resources based on AEC that were produced are 
illustrated in Appendices 9-12.
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The qualitative data gathered from final teacher interviews following use of 
AEC formed the basis of the appraisal research undertaken as part of the 
research design (Figure 3). Inquiry into the impact of the multimedia 
resources based on AEC is separately analysed in Chapter Seven. The 
present chapter focuses on the research stream identified as production 
research (Figure 3). This research was designed to facilitate critical 
reflection on the methods adopted with teachers and secondary school 
students. It was anticipated that iterative reflection of this kind could act to 
improve and enhance production methods and instructional strategies that 
assist learning in CCE. Chapter Four describes the production methods and 
instructional strategies devised and applied to the production and use of 
AEC in secondary school classrooms. It provides a guide to the design 
framework adopted to build interactive learning environments with AEC 
and video technology in classrooms (Figure 4). The chapter begins by 
identifying the primary role of the teacher in building knowledge with 
technology in the classroom.
43 Building Knowledge with Technology: The Centrality of the 
Teacher
This study is based on the key premise that the teacher is central to 
learning and how technology is adopted in the classroom (Cox, Webb, 
Abbott, Blakeley, Beauchamp and Rhodes, 2004). The effective 
application of technology to support learning in classrooms relies on 
teacher’s pedagogical content knowledge (PCK) and not technology per se 
(Reimann and Goodyear, 2004; Laurrillard, 2001). How teachers adopt 
and use technology in the classroom is a key variable in determining its 
impact on student learning (Cox et al., 2004). Clearly an interdependent 
relationship exists between learning, pedagogy and the use of technology 
in teaching practice. The extent to which technology can enhance learning 
and build knowledge will be determined by how this interdependent
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relationship is mediated by teachers, and how teachers apply the 
technology of instruction (Jonassen, 2004; Duffy and Jonassen, 1992).
In this study the teacher was the primary subject of inquiry to allow an 
investigation into how teachers approached CCE and how they used 
technology in the classroom to achieve learning outcomes. The 
collection of data of this kind provided a greater knowledge and 
understanding of teacher knowledge and teaching practice in CCE. 
Teachers’ knowledge of subject matter content and how technology is 
applied to build student knowledge in teaching are arguably critical 
factors in determining learning outcomes for students (Cox, 2004; 
Reimann and Goodyear, 2004). By gaining a closer awareness of 
teachers’ pedagogical content knowledge (PCK) in CCE, including how 
to use technology in teaching, the production and use of multimedia 
resources based on AEC in classrooms was made possible. Teaching 
approaches and methods observed in Stages One and Two of the study 
strongly influenced the learning strategies adopted by the researcher in 
collegial and collaborative ways. The shared knowledge of participating 
teachers significantly informed the instructional strategies used in 
secondary school classrooms in different schools. Particular instructional 
approaches and learning activities used to support classroom learning are 
described below with reference to the four different areas of study 
selected for DVD/video production. The multimedia resources that were 
produced aimed to motivate students in ‘coming to know’ more about 
civics and citizenship in Australia. Consistent with a constructivist 
approach, new ideas were integrated with prior knowledge wherever 
possible (Figure 4). Implicit in this approach was the idea that students 
constructed their own meanings from what they already know and have 
experienced. The role of participating teachers was central in this study 
to identifying students’ experiences, backgrounds, levels of knowledge 
and learning strengths and weaknesses.
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Research suggests that teachers’ use of technology in the classroom 
depends on whether they select or choose to engage it themselves. 
Teachers are understandably reluctant to adopt new learning resources 
where they are imposed, or require substantial adaptation to meet 
students’ learning needs (Cox, 1994; Plowman, 1998; Jonassen, 1996). 
This study tried to recognise and avoid these difficulties by recognising 
the central role that teachers play in using technology for teaching. In 
this study voluntary teacher participation was encouraged by sharing 
different learning strategies with teachers to meet specific syllabus 
objectives with students. A shared interest in exploring new pedagogical 
approaches to civics and citizenship using DVD and AEC motivated this 
participation. Collaborative involvement with teachers made it possible 
to investigate different ways of building knowledge using DVD/video 
technology, AEC and agreed teaching methods.
During Stages Four and Five of the study, teacher and student 
participation enabled the investigation of the impact of multimedia 
resources using AEC in real-life classrooms. The willingness of 
participating teachers to share these resources with students afforded a 
close inquiry into the relationship between learning, pedagogy and 
technology in the context of CCE. Teacher involvement served to build a 
community of practice in CCE by facilitating interactive exchange in 
classrooms between students, expert contributors and the researcher. 
Throughout each research stage, teachers were central to an ongoing 
process of critical review that inquired into what worked and what didn’t 
in specific learning areas using AEC in the classroom. Regular teacher 
and student engagement generated an iterative cycle of reflection on the 
methods adopted in teaching practice and their impact.
By the end of Stage Five of the study, participating teachers had shared 
the AEC produced in secondary school classrooms with over 800 
students. Teachers’ responses and viewpoints on the impact of AEC as a
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means to build knowledge formed a key part of appraisal research. This 
research relied on the basic premise that while technology may be a 
significant tool by which to support or extend teaching practice, it is no 
replacement for human mediated learning and face-to-face interaction 
with teachers in the classroom.
4.4 Design Principles for Multimedia Learning Environments
A schematic perspective of the design framework adopted for the 
production and use of resources based on AEC is set out in Figure 4. 
Several characteristics were imported into the design framework to 
engage student interest and build knowledge of subject content. These 
characteristics were drawn from learner-centred design principles for 
constructivist learning environments. These principles suggest that 
student learning needs to be active, collaborative, intentional, complex, 
contextual and reflective (Jonassen, 2002). The distinct pedagogical 
framework identified by Reimann and Goodyear for learner-centred use 
of technology also provided an instructive approach for planning and 
reflection (Reimann and Goodyear, 2004). Using this framework, 
instructional strategies tried to encompass key learning functions. These 
included creating interest, increasing motivation, engaging the learner 
with high-quality content, providing methods for communication and 
exchange and adapting to developmental and cultural differences 
(Reimann & Goodyear, 2004).
Classroom learning strategies were designed to encourage interactive 
learning through both oral and written dialogue. Problem solving tasks 
of an inquiry-oriented nature were created to build knowledge through 
active engagement with learning tasks (Jonassen, 1994). Learning 
activities were adapted to encourage students to engage dialogue with 
the different viewpoints expressed by expert contributors and to 
articulate their own responses to the concepts and ideas imparted. The
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approaches adopted were underpinned by extensive planning, time- 
structured learning activities, quality specialist content and focused 
instructional goals (Reimann and Goodyear, 2004). In classrooms where 
equipment, facilities and power supplies permitted, DVD/video was used 
with large overhead screen projectors. In these situations large screen 
display augmented the audio-visual representation of expert contributors 
and lent itself to an immersive context for learning.
The instructional design placed emphasis on anchored learning methods, 
which were organised around authentic tasks and group discussion with 
a stated purpose. This established learning contexts that generated new 
dialogue and knowledge through the exchange of viewpoints offered by 
expert contributors and mediated by teachers (Cognition and Technology 
Group at Vanderbilt, 1992; Brown, Collins & Duguid, 1989). Written 
text in the form of Instructional Guides, Lesson Plans, Worksheets and 
Review Guides placed emphasis on building knowledge in outcome 
oriented ways (Bereiter & Scardamalia, 2003). The methods chosen 
were designed to support learning with AEC in modes that were 
acceptable and familiar to teachers and simple to adopt. The instructional 
design encouraged students to take responsibility for their own learning 
through both written and oral responses in class. This aimed to engender 
cognitive reflection on the AEC presented. The structured instructional 
strategies were designed on the premise that:
deep learning is best supported by instructional guidance rather 
than pure discovery and curricular focus rather than unstructured 
exploration (Mayer, 2004, p. 15).
Learning is inherently a social process involving active dialogue where 
students instinctively search out the ideas and views of others 
(Grabinger, 1996; Duffy & Cunningham, 1996). By situating learning in 
real-world conversations with articulate practitioners, the use of 
technology offered new contexts for learning in which students could
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extend their knowledge with teacher support. In each class students were 
actively encouraged to develop their own ideas and viewpoints drawing 
from the content of the multiple viewpoints presented. They were 
challenged to think, express and question their understanding of complex 
civic concepts, topics and issues. The use of AEC enabled a deliberative 
conversation between students inside the classroom and experienced 
practitioners brought from outside the classroom. It offered a scaffold to 
help teachers and students to understand concepts, solve problems and 
articulate issues in CCE through group discussion. It allowed teachers 
and students to reflect on new ways of understanding democratic 
arrangements and the rights and responsibilities of citizenship. Through 
a process of generative dialogue, students engaged the AEC by 
formulating and exchanging viewpoints with teachers, the researcher and 
other students in class. This dialogue allowed teachers and students to 
become aware of, and familiar with, multiple ways of viewing concepts 
and subject matter in CCE. The approach adopted incorporated the 
principle of intentional learning, which refers to:
those cognitive processes that have learning as a goal rather than
as an accidental outcome (Bereiter & Scardamalia, 1989,p. 363).
Methods were designed to involve students with written tasks and 
activities that required specific and individual responses on viewing the 
AEC to stimulate cognitive shift among participating students and 
teachers (Mayer, 2001). Following each class, students’ completed 
worksheets formed the subject of discussions with teachers. During these 
informal discussions, teachers offered critical comments and 
constructive suggestions. As classes were sequentially conducted, 
observations were recorded and suggestions were incorporated within 
the next class session as part of an iterative cycle of review and 
improvement.
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The methods adopted for the use of AEC were designed to raise complex 
problems with multiple components and perspectives to challenge 
students to embrace higher-order questions and thinking about complex 
learning areas such as democracy, constitutional arrangements and 
global governance. Guided by AEC, teachers and students were asked to 
explore abstract concepts in ill-structured domains such as 
‘constitutional crisis’ and ‘global citizenship’. Learners were encouraged 
to discover for themselves that expert viewpoint is rarely uniform, and 
more likely to be diverse. In seeking to provide multiple representations 
of subject matter content, the design of the study placed value on 
authentic real life context for the acquisition of knowledge (Brown, 
Collins & Duguid, 1989).
During the study a key issue emerged in trying to comprehensively meet 
the learning needs of large groups of students with mixed abilities and 
language skills. For students with low-level literacy and language skills 
the narrative content of the AEC presented difficulties. In response to 
different learning needs, different instructional strategies had to be 
designed. This involved for example, stopping the DVD more frequently 
to work with basic language tasks with some groups, or on the other 
hand extending learning with further references with groups of more 
advanced students. Learning activities, including written worksheets, 
were specifically designed in simple, generic form with a view to 
including students of lower ability, at the same time as providing scope 
to extend learning for groups of students with moderate or higher ability. 
The design of the multimedia resources based on AEC was shaped by 
the determination to inclusively explore learning outcomes for students 
of various abilities across all participating schools.
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4.4.1 The Classroom Teaching Context: Boundaries and Constraints
To create learning environments with AEC it was necessary to recognise 
the varied constraints that arose in different classrooms and school 
contexts. At a technical level, these constraints related to available 
technology, facilities and equipment, technical support, and adequate 
infrastructure. This depended in turn on each school’s capacity to fund 
equipment, maintenance and access to updated technology. Other factors 
such as timetabling, class sizes and physical classroom space also posed 
logistical issues that needed to be flexibly accommodated in the design 
framework.
The extent to which students were able to immerse in AEC varied in 
individual schools. The presentation of DVD/video content on a large 
screen projector was a more powerful sensory communication tool than 
a standard TV monitor. The enlarged visual capacity of a full screen 
display also allowed viewing by small and large numbers of students, 
simultaneously. However, not all schools could accommodate this 
option. In two schools there was no access to DVD players at the 
commencement of the study, and three did not have access to overhead 
screen projector for use in class. In these circumstances the research 
design had to accommodate the technological parameters set.
The extent to which students were able to immerse in multi-sensory 
DVD content varied in individual schools and was dependent on the 
availability of equipment and facilities. Arguably, in some circumstances 
the presentation of DVD content on a large screen projector is a 
potentially more powerful communication tool than a standard TV 
monitor. The enlarged visual capacity of a full screen display, for 
example, allowed viewing by large numbers of students, simultaneously. 
However, not all schools in the case study could accommodate this 
option. At the commencement of the study two schools had no access to
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DVD players, and teachers in three schools did not have access to 
overhead screen projectors in class. The research design had to 
accommodate these technological parameters. From 2003-2005 regular 
Internet-based learning was largely restricted at three of the schools 
involved in the study. These limitations precluded a learner-centred 
approach using computer-based design. While such an approach could 
potentially have led to more sophisticated forms of interactive learning it 
was not feasible. On reflection improved methods could have been 
devised to engage teachers and students as designers in the construction 
of AEC. The real-life classroom contexts experienced, however placed 
boundaries on what was possible and achievable at the commencement 
of this research.
On occasions where equipment was unavailable, the researcher would 
attempt to bring a portable projector and laptop into the classroom. This 
course of action involved however considerable planning, coordination, 
and uncertainty. Difficulties were regularly experienced in ensuring that 
equipment was properly set up without diminishing precious class time. 
Another determinant in the design process concerned the availability of 
venues and flexible, but precise timing of classes in ways that enabled 
teaching with small and large groups of students. In SI, for example, the 
chosen venue was a small auditorium with full screen projector and 
DVD interface to combine several classes of students for simultaneous 
viewing of AEC. Such arrangements were not possible in most other 
schools. The following Figure 4 provides a visual representation of the 
design framework developed to create classroom learning environments 
with DVD technology, and is colour-coded to highlight the different 
aspects of the research design adopted.
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Figure 4. Design Framework for Multimedia Learning Environments
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4.4.2 Selection of DVD/Video Technology Distribution Platform
As previously discussed, selecting the appropriate technology platform for 
the production of multimedia resources for use in secondary school 
classrooms involved a number of considerations. In this study the gradual 
introduction of DVDs and DVD players for use in classroom teaching took 
place in schools from 2002-2005. As discussed above the possible use of 
computer-based and Internet based technology had to be excluded at the 
outset as only two schools had regular and reliable access to computers for 
classroom teaching. In the other three schools, individual student access to 
computers for general use in the classroom could not be assured. Having 
regard to the different needs of teachers and the diverse school contexts 
that existed, computers were not a viable platform from which to explore 
the use of AEC as a method for building knowledge. The common 
delivery platforms accessible to all teachers participating in the study were 
analogue (VHS) video and DVD video disc .
It was only by the conclusion of data gathering in August 2005 that DVD 
equipment had arrived to support classroom teaching in all schools. This 
period marked a time when analogue VHS video still played a discernible 
role in the classroom. The use of both analogue and digital platforms 
delivered audio-visual AEC to all classrooms using either a television 
monitor or wide screen projector linked to either a video or DVD player. 
In this way the technology was used to optimise distribution of AEC to 
teachers and students in the different classroom contexts and different 
schools.
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4.4.3 Authoritative Expert Content and DVD Production Methods
The production of DVD programs for Stage Three of this study involved a 
deliberative process of research, preparation of interview questions, digital 
video recording, transcription of interviews, analysis of content, editing and 
compilation. Most significantly, it relied on the participation of a range of 
knowledgeable contributors from different disciplines who intentionally 
engaged the study as part of a community of practice in CCE. As Jacobson 
points out:
It is only though the use of multiple schemata, concepts and thematic 
perspectives that the multifaceted nature of the content can be 
represented and appreciated (Jacobson, 1990, p.21).
The experience, knowledge and communication skills of each contributor 
was captured and compiled to communicate specialised subject content to 
secondary school students and teachers. By asking contributors to engage in 
problem solving tasks or questions such as ‘What are the fundamental 
elements of democracy?’ or ‘What does global citizenship mean?’, multiple 
viewpoints and responses emerged and were recorded. These viewpoints 
and responses were later edited, compiled and presented for class 
discussion in different classroom settings with secondary school students. 
In this way knowledge building became a generative process that was 
anchored in the AEC gathered and shared.
The involvement of expert contributors in the production of subject 
content for teaching relied on relationships of respect, trust and a shared 
commitment to CCE. This relationship demanded high ethical standards 
and the protection of copyright interests, moral rights and privacy at al 
times. Thorough and substantive research was a pre-requisite to any 
approach or request to any contributor to participate in interview. This 
prior research was essential to widely investigate the expertise, scholarly 
works, articles, viewpoints, perspectives, and ideas of any proposed
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interviewee. Such research ensures the interviewer is appropriately 
informed and situated with the knowledge of contributors with reference to 
particular learning areas. For this study pre-production research extended 
over a wide range of sources including books, journal articles, newspapers, 
film and sound archive, video and Internet sources. Contributors were only 
approached to provide expert viewpoint in specific areas of learning 
identified once this research process had been undertaken. Informed by 
extensive background research, a list of interview questions was then 
prepared for each individual contributor with reference to their knowledge 
and expertise, and critical perspectives in selected learning areas in CCE. 
The extent of the background research had direct bearing on the interview 
process and the quality of content recorded.
Contributors were given a list of the interview questions before filming 
with a digital video camera began. Following interview they were 
forwarded a copy of the recording with a full transcript of interview in 
print form. Contributors were then given the opportunity to amend or 
delete any content. This option was rarely exercised, but was designed to 
ensure that all views were represented accurately, fairly and appropriately. 
Contributors voluntarily agreed to be involved after research methods and 
the learning objectives in CCE were explained. Several expert contributors 
who had previously provided video content for the Millennium Dilemma 
resource for university teaching consented to the use of earlier content for 
teachers and students in secondary schools.
Systematic interviewing techniques and methods were adopted during the 
course of filming (Keats, 2000). The process of generating and creating 
new content meant that the interviewer had to be flexibly prepared to 
explore the unexpected, as well as to probe responses of increasing depth 
(King, 1994). Attempts were made to follow the basic rule of keeping 
questions simple and with a single focus at any one time. Close-ended 
questions that elicited a simple ‘yes’ or ‘no’ answer were avoided. As
132
interviewer, the researcher sought to maintain balance and neutrality in 
recording the expert viewpoints in a respectful and collegial way. It was 
important to listen carefully and to reflect thoroughly on what each 
contributor had to say.
During the filming process, contributors’ comments were subsequently fed 
to other contributors in interview and these responses were also recorded. 
In this way an open-ended dialogue was created among contributing 
experts, which shaped the narrative of the programs and the body of 
specialised subject content gathered. Teacher and student discussion of 
multiple viewpoints with AEC later became a generative process of 
knowledge building in class. The methods applied were designed to create 
AEC that led to new narrative conversations among expert contributors 
that served to build knowledge in civics and citizenship with reference to 
the learning objectives of the NSW syllabus. The application of these 
methods would not have been possible without digital video technology.
Interviews were conducted at the location of each interviewee's choice. 
Interviewees were respectfully treated to ensure they were as comfortable 
and relaxed with the filming process as possible. Participating contributors 
were specifically asked to address school audiences ranging from Year 8 
to Year 10 in their recorded responses. Each contributor imparted their 
disciplinary knowledge and experience on specific topics relevant to CCE 
in different ways that later allowed for review and discussion of authentic 
and diverse content. Following recorded interviews, complete and 
unedited written transcripts of interview were fed back to each contributor. 
Each was given the opportunity to amend the record or make any 
additional comments. The transcribed records of interview were closely 
analysed for editing purposes. Capturing and constructing AEC in edited 
form with video technology was an intense, multi-layered and rewarding 
process. It involved reviewing large quantities of DVD footage and 
transcripts of interview and ‘shot listing’ diverse viewpoints in narrative 
form which directly focused on key learning areas. Video footage was
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specifically edited to build a conversational narrative around selected 
subject matter content and syllabus topics. AEC was edited to be 'stand 
alone' content in pristine form. The interviewer was not visible or audible 
in recorded interviews, in keeping with the role of the unobtrusive 
researcher. (Kelleher 2000).
4.4.4 Delphic Oracle Technique and the Interview Process
In the production of DVD/video content, a delphic oracle technique was 
used to capture authoritative expert viewpoint on subject areas relevant to 
civics and citizenship. This technique involved approaching contributors 
to answer questions and give open-ended responses to concepts and issues 
put forward (Cuhls 2005). In essence contributors were approached to play 
the role of ‘oracle’ and to offer their interpretation on key concepts, topics 
and historical events. The delphi method captures the human longing for 
direct knowledge and truth in a world of uncertainty, yet leaves space for 
doubt and ambiguity in interpretation. Each ‘oracle’ tells a certain truth 
and proffers a different view. The diverse views that collectively emerged 
from the use of the method in this study were reflective of the 
uncertainties and complexities which attached to the questions that were 
posed (Wood, 2005). Such questions included, for example: how does 
democracy work? what is global citizenship? how can change occur in a 
democracy? how does global governance work? can human rights be 
protected ? The multiple and diverse viewpoints which arose with delphic 
method situated learning in a real-life context. It communicated to learners 
an understanding that there are no simple or single answers to complex 
and often abstract questions. The method brought an authenticity to the 
learning context, as contributors expressed their knowledge and 
considered perspectives on questions and issues relevant to CCE.
As previously discussed substantial planning and preparation was 
undertaken for each interview filmed and recorded. Extensive research
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was required to identify and situate the knowledge and experience of 
contributors with reference to the context of CCE in secondary schools. 
Questions posed in interview were carefully refined and crafted with 
reference to this research. Within this process, the delphi method allowed 
for aspects and elements of forecasting to be included in the AEC 
recorded. For example in the DVD/video Democracy and Active 
Citizenship, contributors were asked to foretell how young people could 
engage in community as active citizens. Similarly segments on the Global 
Citizenship DVD/video and the Global Governance DVD/video relied on 
content that contained a forecasting element with respect to international 
developments in a global world. Forecasting using delphi method was an 
essential part of the historical DVD/video on the 1975 Dismissal segment 
in its inquiry into whether a similar crisis could happen again and what 
have we learnt from the experience for the future.
4.4.5 Optimal Use of Video and DVD in the Classroom
Research in the United States research suggests that non-optimal 
practices with the use of film and video form an existing part of school 
culture (Hobbs, 2006). From a critical perspective, Hobbs cautions 
against the misuse of video and encourages teachers to view the 
challenge of using video in the classroom as deserving the same kind of 
pedagogical effort given to other kinds of texts. He highlights the need 
to identify and disassociate from using video in the classroom as a 
‘break’ from learning, a ‘time-filler’, ‘a ‘substitute teacher’ or a reward 
for quiet behaviour. Viewing film and television as a way to regulate 
behaviour should be distinguished from its use as a learning tool. Hobbs’ 
typology of ‘non-optimal’ uses of video in the classroom sets out a 
practical framework that guided the adoption of DVD/video with 
secondary school teachers in this study. Several of the principles 
identified within Hobb’s framework were directly relevant to the 
adoption and use of AEC in classrooms during Stage Four of this
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research. From the data derived from Stages One and Two of this study 
practical knowledge about teachers’ use of technology emerged, and the 
importance of contextual factors became apparent. These factors 
strongly influenced approaches to teaching with AEC in each classroom 
environment. An understanding of context provided the key to 
understanding why technology was used, (or not used) and, if it was 
used, how it was used in teaching practice.
In an attempt to avoid the pitfalls of non-optimal use of video, clear 
instructional goals were provided to teachers and students to specify the 
educational objectives and outcomes to be achieved by the use of the 
multimedia resources based on AEC (Appendices 9-12). Simply defined 
objectives at the beginning of class gave students the means to organise 
their own efforts towards meeting instructional objectives. At the 
commencement of each DVD/video program, the researcher explained 
the reasons and purpose for viewing the resources. Visual information 
was distributed to students on the different contributors to accompany by 
a preview discussion of their experience and qualifications (Appendix 
8). Worksheets were distributed with learning activities which students 
were asked to read, think about and articulate their understanding prior 
to the presentation of AEC. Students were encouraged to make their own 
notes before and during viewing DVD/video segments in response to 
specific questions. ‘View and note’ was deliberatively adopted as part of 
an active viewing strategy.
Rather than using DVD/video as merely a vehicle for passive delivery of 
content, an attempt was made to extend the use of the medium to 
communicate knowledge, support problem solving, engage self- 
expression and motivate interest in CCE. During class it was critical for 
the researcher, as teacher, to remain mentally engaged with the AEC 
being presented and students’ responses to it. Optimal use of audio­
visual content requires a teacher to be attentive to students’ responses
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and openly available to explain and encourage questions in class. To 
make dialogue and learning interactive, extensive use was made of the 
pause and rewind controls (Hobbs, 2006). As detailed below, the 
different expert perspectives and viewpoints were compiled into 
segments in each DVD/video program produced. Written transcripts of 
the AEC presented in the DVD/video programs were compiled and 
included in the support materials made available for teaching practice 
(Appendices 9-12). This method assisted teachers to appraise the subject 
matter content, prepare for classroom activities with AEC, and reflect on 
the specialised subject content gathered on video.
On reflection the introduction of the researcher into classrooms as a 
‘guest teacher with video content’ raised issues about the 
characterisation of the methods adopted as an ‘attention hook’. By 
actively engaging the learning process with teachers and students by 
sharing ideas, listening to responses, and building dialogue an effort was 
made to move beyond this impact. Open-ended critical questions were 
put to students in class to analyse different expert points of view. By 
using AEC as ‘text’ for reflection and discussion, the development of 
critical thinking skills based on specialised subject content was made 
possible. Research suggests this is more likely to occur where critical 
perspective and interactivity are embedded in learning activities 
(Buckingham, 2003). A fuller analysis is contained in Chapter 7 of the 
ways in which the methods based on AEC were applied in classrooms 
with video technology and the role of the teacher in this process.
4.5 Instructional Strategies with AEC and Video Technology
As defined in Chapter One of this thesis, AEC refers to content whose 
source derives from experienced practitioners who have recognised 
expertise in specific fields of knowledge. The AEC developed and 
adopted in this research relied on diverse expert practitioner viewpoints
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of this kind. The content contained in the four DVD/video programs 
produced illustrates what is meant by the term AEC. In this study it 
represents multi-disciplinary content from expert practitioners in the 
fields of history, law, government administration, social and cultural 
studies and political science. The development of high-quality subject 
matter content for this study was made possible by the voluntary 
participation of the following expert contributors:
• Mr Noel Pearson
• Professor Hilary Charlesworth
• Sir Anthony Mason AC KBE
• Professor Michael Coper
• Emeritus Professor Tony Blackshield
• MrJohnBannon
• Justice Michael Kirby AC CMG
• Judge John Goldring
• Professor Cheryl Saunders AO
• Professor Stuart Macintyre
• George Polites AC CMG MBE
• Dame Roma Mitchell AC
• Dr Kristen Walker
• Richard McGarvie QC AC
• Dr Kim Rubenstein
• Pat Turner AM
• Dr Elizabeth Evatt AC
• Mr John Bannon
• Professor Mary Ann Bin-Sallik
• Dr Elaine Thompson
• Sir Maurice Byers QC
• Emeritus Professor Leslie Zines AO.
138
Two DVD/video programs were produced with direct reference to learning 
outcomes in the History syllabus for civics and citizenship. The first, 
Democracy and Active Citizenship, promoted discussion on the essential 
elements of a working democracy and how students can actively involve 
themselves as citizens. The second DVD/video was on The 1975 
Dismissal, which contained multiple perspectives from primary and 
secondary sources on Australia’s 1975 constitutional crisis and how it 
came about. Another two DVD/videos programs were produced with 
reference to learning outcomes for civics and citizenship under the 
Geography syllabus. Global Governance, the first of these programs 
attempted to raise awareness of the various laws in a global world and to 
promote a broader awareness of the concept of global governance. Global 
Citizenship sought to encourage students to discover and inquire into what 
it might mean to be a global citizen. His program also contained more 
advanced segments on Australia’s role as a global citizen in the 
international community and the future implications for global citizenship.
The data obtained from Stages One and Two of the study indicated that 
programs had to be produced that could be flexibly adapted to double 
periods of 80 minutes or single periods of 40 minutes, as required by 
individual teachers and their timetabling requirements. The AEC gathered 
provided a body of expert content in civics and citizenship from which 
teachers and students could choose and interpret selected topics for class 
discussion. Each DVD/video program was divided into three or four short 
segments ranging from five to 12 minutes in length to facilitate choice.
The DVD programs and instructional strategies were first piloted with 
participating teachers in School Four, on the topic of The 1975 Dismissal. 
A critical review of the support materials and the instructional strategies 
initially devised led to several changes. These mainly included greater 
simplification of instructional activities for students of low to moderate 
abilities. Greater emphasis was placed on the use of the ‘stop’ and ‘start’
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approach to presenting AEC to classes of students with mixed abilities. 
Simpler language and layout of student worksheets was adopted. 
Following the pilot study, greater emphasis was placed on familiarising 
students with the backgrounds and experience of the contributors they 
were about to see (Appendix 8).
In all classes an active effort was made to promote interaction with AEC by 
responding to questions and requests that specific content be replayed or 
paused. By immersing students in interactive dialogue and active learning 
tasks, the instructional strategies offered the possibility of informal 
cognitive apprenticeships with expert contributors. As elaborated in 
Chapter Two, this approach was designed to help students build knowledge 
in areas of learning under the NSW syllabus where deficits in civic 
knowledge had been identified (CEG, 1994; Mellor, Kennedy and 
Greenwood, 2002; MCEETYA, 2006; Joint Standing Committee on 
Electoral Matters, 2007). Such areas of knowledge included the nature of 
democratic principles and systems; constitutional arrangements; Australia’s 
constitutional arrangements and tiers of government; the rule of law; civil 
and political rights and responsibilities and international governance in a 
global world. The four topics chosen for the production of AEC with 
DVD/video programs were drawn from these learning areas consistent with 
the NSW syllabus for civics and citizenship in the subjects of History and 
Geography.
The AEC and instructional strategies developed were driven by conceptions 
of pedagogy, rather than the technology itself. In this regard it is important 
to emphasise that none of the DVD/video programs were intended for 
stand-alone viewing. Each DVD/video program relied on the adoption of 
instructional strategies as illustrated in the Instructional Guides, Lesson 
Plans, Student Worksheets and Review Overheads annexed to this work 
(Appendices 9-12). The instructional strategies adopted were developed in 
collaboration with participating teachers with a view to guiding the
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exploration of AEC using video technology in the classroom. They 
provided the ‘how to’ component that attempted to mediate learning with 
AEC in ways that engaged students. While the application of video 
technology comprised a core component of the resources created, the 
effective use of AEC in the classroom relied on the central role of the 
teacher and the instructional strategies used. The AEC created for the study 
occurred through the active engagement of expert contributors in interview, 
followed by a multi-layered editing process. This aspect of the study 
highlighted the value of connecting communities of practice that can build 
civic literacy and explore new possibilities for CCE using technology in 
different ways.
A descriptive analysis is set out below of the subject content and 
instructional strategies adopted with AEC in each DVD/video program. 
Samples of the Instructional Guides, Lesson Plans, Student Worksheets and 
Review Overheads that were used to support classroom learning are 
contained in Appendices 9-12.
4.5.1 Content and Learning Strategies: Democracy and Active Citizenship
The DVD program Democracy and Active Citizenship contained three 
short segments incorporating AEC:
Essentials of a Democracy 10 minutes
The Rule of Law 5 minutes
Becoming Active Citizens 10 minutes
The DVD/video program is included in DVD format as Appendix 9.1. 
Instructional strategies based on the AEC it contains were used to 
encourage interactive learning with the AEC with teachers and students 
of History and Geography. A sample Instructional Guide on how AEC 
was used is contained in Appendix 9.2. A sample Lesson Plan is set out
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in Appendix 9.3. A sample Student Worksheet and Review Guide are 
contained in Appendices 9.3 and 9.4 respectively. This program focused 
on the dispositions and skills for civic participation, and content was 
designed to communicate a better understanding of democratic 
institutions and processes. A transcript of the AEC compiled in the DVD 
Democracy and Active Citizenship is contained in Appendix 9.6.
4.5.2 Content and Learning Strategies'. The 1975 Dismissal DVD
The DVD program The 1975 Dismissal contained four short segments:
What Happened?
How Did it Happen?
What Did we Learn?
Why is it Important Today?
7 minutes 
5 minutes 
4 minutes 
4 minutes
The DVD/video program for this learning area is included in DVD 
format as Appendix 10.1. It gathered primary and secondary sources for 
learning in the subject of History. Unlike the other programs produced, 
which were interchangeable between the subjects of History and 
Geography, this program was used exclusively by teachers and students 
of History. A sample Instructional Guide on how AEC was used for this 
specialised topic is contained in Appendix 10.2. Due to the complexity 
of the topic, preliminary learning tasks had to be created to establish 
basic knowledge of Australia’s federal system of government. The 
Instructional Guide is accordingly followed by strategies that allowed 
for Preliminary Review developed collaboratively with teachers in the 
field (Appendix 10.3). A sample Lesson Plan that explored what 
happened in 1975 is set out in Appendix 10.4. A sample Student 
Worksheet and Review Guide are contained in Appendices 10.5 and 
10.6 respectively. The transcript from the AEC compiled in the DVD 
The 1975 Dismissal is contained in Appendix 10.7.
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4.5.3 Content and Learning Strategies: Global Citizenship
The DVD/video program Global Citizenship contained three segments:
What is Global Citizenship? 6 minutes
Australia as a Global Citizen? 10 minutes
Towards Global Citizenship? 12 minutes
The DVD disc is included as Appendix 11.1. The Instructional Guide set 
out as Appendix 11.2 provided a suggested set of methods to help improve 
student learning using AEC. A sample Lesson Plan which provided a 
structured set of learning activities for a 40-minute lesson is contained in 
Appendix 11.3. Appendix 11.4 includes a sample Student Worksheet and 
Appendix 11.5 contains a sample Review Guide for this topic. Before 
viewing the DVD program What is Global Citizenship? students were 
asked to reflect on and discuss their rights and responsibilities as local and 
national citizens in open class as a preliminary learning task. Students 
were asked to critically compare their rights and responsibilities as local 
and national citizens of Australia, with the rights of citizenship of young 
people in other countries. Across the five participating schools, students 
expressed widely diverse viewpoints and knowledge on the meaning of 
local, national and global citizenship. Most shared and demonstrated at 
least some appreciation and awareness of what it means to be a citizen. 
This program was focused mainly on dispositions and skills for 
participation, although it also encapsulated knowledge of civic institutions 
and democratic processes. A sample text transcript of the AEC compiled 
in the DVD Global Citizenship is contained in Appendix 11. This written 
text was provided to participating teachers to consolidate their knowledge 
of selected topics and to guide multimedia learning in the classroom.
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4.5.4 Contení and Learning Strategies: Global Governance
The DVD program Global Governance contained two basic segments:
The DVD/video program for this learning area is included in DVD format 
as Appendix 12.1. Different instructional strategies were developed for 
the use of AEC on the first segment of this program to engage the visual 
aspects of this program. Before viewing the DVD/video students were 
shown a full text copy of the International Covenant on Civil and 
Political Rights (United Nations, 1966), which was distributed in class for 
students to see, handle, reflect on and talk about. As the ICCPR was 
circulated in class students were asked to read out highlighted provisions 
on human rights protection. The Instructional Guide set out in Appendix 
12.2 lays out the methods used to promote interactive learning with AEC 
during this segment. A copy of the Instructional Guide is followed by a 
sample Lesson Plan in Appendix 12.3. A sample Student Worksheet and 
Review Guide are also set out for this learning area in Appendices 12.4 
and 12.5 respectively. Appendix 12.6 contains the written transcript from 
the DVD segment Laws in a Global World. Group learning strategies 
evolved during the research that encouraged student interaction with AEC 
in both large and small groups. Where physical space permitted, whole 
classes of student became class ‘scribes’ and actively transformed their 
awareness of laws in a global world onto blackboards and whiteboards as 
part of class activities. The focus of this program was in identifying key 
global laws of interest, and discussing the different choices made by 
different experts in the DVD/video and students in the group. The role of 
the teacher and researcher in the classroom is further elaborated in 
Chapter 7 which more closely examines the instructional strategies 
adopted with teachers and students in Stage Four of the research.
Laws in our Global World 12 minutes
Global Government? 12 minutes
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4.6 Summary
Chapter Four has set out the research design used to build the multimedia 
resources based on AEC that were used with participating teachers and 
students in Stages Three and Four of the study (Figure 2). It has mapped 
out the design principles that were applied to the development and use of 
AEC in secondary school classrooms. It has described the methods used 
to produce AEC with digital video technology. Chapter Four has explained 
how production methods had to be adapted and configured to enable the 
use of AEC in different classroom contexts. It has described the activities 
and instructional strategies that were designed to build knowledge with 
AEC. It has emphasised the central role of the teacher in using technology 
to build knowledge in the classroom. The following chapter places a 
continuing focus on the role of the teacher with its investigation of the 
different conceptual approaches adopted to CCE by participating teachers. 
Chapter 5 examines the findings that emerged from Stages One and Two 
of the research into teaching practice in CCE.
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Chapter Five
Teachers’ Approaches to Civics and Citizenship Education
5.1 Introduction
Chapter Five focuses on the investigation of the first research question of the 
study, which is concerned with teachers’ approaches to CCE. It is directed to 
understanding how teachers conceptualise civics and citizenship and 
approach teaching in the classroom. It presents a descriptive analysis of the 
contexts of the five different schools in which participating teachers were 
located. Participating teachers came from schools that reflected the diverse 
and changing nature of secondary schools in NSW. From 1984-2002 there 
was an 8.7 per cent shift from enrolments in the state school system in NSW 
into the non-government sector (Campbell, 2005). By 2002, over 30 per cent 
of the Australian student population was made up of independent schools, 
mostly with a religious base (Print, 2002). Teachers from three government 
schools and two non-government schools were chosen to enable a multiple 
case study of CCE teachers that was as broadly representative as possible. 
Three schools were located in urban areas of Sydney, while one government 
school and one non-government school were located in regional NSW. The 
participation of teachers from five diverse schools provided the opportunity 
for a rich comparative analysis of approaches to CCE in the classroom.
To more thoroughly understand how teachers approached CCE in the 
classroom, it was necessary to develop familiarity with the different contexts 
in which participating teachers were engaged on a day-to-day basis. Each of 
the five schools in which participating teachers taught represented a unique 
and distinct learning environment. These schools spanned a wide range of 
social, economic and cultural diversity. Different school characteristics were 
analysed and identified as set out in Table 1. This includes several 
categorises for comparative inquiry, including school location, size, student
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gender, student ethnicity, student language ability, student socio-economic 
background, history of academic performance and access to technology for 
classroom teaching. Different school contexts within the case study allowed 
for cross-case analysis of data from teachers in different schools. The chapter 
begins with a descriptive study of the various school contexts experienced.
5.2 School Contexts
5.2.7 School One (SI)
SI was a non-government single-sex (girls’) school of 650 students located 
in an inner city suburb of Sydney. The school has a history of academic 
excellence and value was placed on individuality and achievement within a 
‘nurturing, caring and friendly environment’. Over 95 per cent of students 
from this school were of English speaking background. Most were from 
high-income households. SI was located in a cosmopolitan urban 
environment. Exit and entry from the school was gated for security purposes. 
Internally all available space was well utilised and buildings are maintained 
to a high standard. Although the school had limited outdoor amenity and no 
playing fields, the school’s gardens and grounds were carefully tended.
Both teachers and students in SI had extensive access to high-quality 
computer, video and DVD equipment, facilities and technology. In SI 
classrooms were purpose-designed to enable ‘best practice’ pedagogy in 
classroom teaching. Classrooms had been specifically modified to enable the 
use of a range of multimedia platforms. Several rooms were set up with 
computers that reliably provided individual access to students during class 
sessions. Overhead projectors and television monitors were mounted in 
classrooms, and other teaching locations for regular use.
SI had a spacious auditorium with state-of-the-art technology to facilitate 
multimedia learning with large numbers of students. This included a
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combination of computer facilities, DVD and video equipment, mounted 
projectors and a large film screen. The school also had a designated 
Information Technology Assistant to support teachers to set up multimedia 
equipment and facilities when required.
Teachers in SI acknowledged and expressly valued the quality of their 
working environment and conditions. The school had established a 
designated space for teachers to gather comfortably and informally where 
formal meetings also took place from time to time. This area had an 
electronic computer display system to update staff on school activities and 
events for the day. Adjoining this space was a kitchen and buffet area which 
catered for teachers with healthy lunches, morning and afternoon teas.
SI distributed a weekly news bulletin to parents and students infforming 
them of school policies, activities and events. The school had the support of a 
well organised and active Parents and Friends Association. A long 
established Trust raised funds for the school and provided financial support 
for operations. An active Old Student’s Union and Professional Alumni 
Network brought together current students, past students, parents and friends 
for career-foe used networking. SI also had a Society of the Arts that had 
links with leading artists, musicians, writers and theatre professionals in the 
broader community.
The school offered a variety of sporting activities including swimming, 
athletics, basketball, netball, rowing, gymnastics, water polo, soccer, touch 
football, cricket, tennis, softball, ballet and pilates. There were several clubs 
within the school, for example, the Environmental Club, where students 
could extend their knowledge and participate in areas of interest.
SI had an active Student Representative Council, which involved the student 
population in a range of voluntary community events of relevance to civics 
and citizenship. Fund-raising activities for charities were carried out
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throughout the school year. These included, for example, fund-raising in 
support of an Anglican kindergarten in East Timor. This was a project where 
students from the school planned to go to East Timor to help build 
classrooms and systems for supplying clean water.
5.2.2 School Two (S2)
S2 was a single-sex (girls’) government school with 650 students, located 20 
kilometres from the central business district of Sydney. The student 
population of S2 was ethnically and culturally diverse. Over 90 per cent of 
the students came from migrant families and spoke languages other than 
English (LOTE). Over 42 per cent of students in S2 were Arabic speakers 
and a high proportion of students wore the hijab. Students and/or their 
families come from Australia, Vietnam, Korea, China, Turkey, Greece, 
Lebanon, Iraq, Iran, Sierra Leone, Ethiopia, Tonga and New Zealand. S2 was 
located in a busy cosmopolitan suburban centre in a low-income area of 
Sydney. S2 was committed to ‘pride in its identity, tolerance, care and 
respect’. Its stated goal was to value academic achievement and the 
individual talents of each student. S2 aimed to encourage all students to 
‘realise their potential.’
School buildings in S2 were simple, and basically maintained. School 
assemblies were conducted in a large, open air, asphalt-playing area. There 
were no sports fields or green areas of vegetation attached to S2. Sporting 
activities included athletics, swimming, netball, basketball, aerobics and 
power walking. Daily notices were circulated in S2 to inform teachers and 
students of absences and school activities. These included, for example, 
study enrichment programs, sporting events, recruitment for Defence Force 
cadets and charity fund-raising raffles.
149
Students at S2 were of mixed ability and some students within the school 
were categorised as ‘intellectually mild’. This school was open to students 
with disabilities, and wheelchair access was utilised. Teachers at S2 
expressed concerns about the reluctance of parents to encourage and engage 
with their children’s education due to cultural and language barriers. 
Although newsletters were regularly sent to parents, parental involvement in 
school activities and organised fund-raising was not extensive. Teachers at 
S2 worked actively to develop closer ties with parents by maintaining contact 
with local community organisations and religious leaders at the local 
mosque.
Access to computers and multimedia technology was limited in S2. While 
certain rooms contained computers, facilities needed to be booked well in 
advance and did not always function as required. Individual student access to 
computers could not always be assured, depending on class size. No 
projectors or monitors were installed or mounted in classrooms at S2. For 
security reasons equipment was stored in a designated room. Teachers in S2 
experienced problems booking and transporting portable technology for use 
in classroom teaching. These restrictions applied in the case of VCR 
machines for analogue video, DVD players, laptop computers and the school 
projector.
Teachers at S2 emphasised the need for active involvement of their students 
in civics oriented activities whenever possible. Nominated students of S2 
served, for example, as representatives to a Youth Parliamentary Forum for 
Civics and Citizenship that involved an inter-school mock debate in the 
Legislative Assembly Chamber of the NSW Parliament. S2 was also 
regularly involved in fund-raising activities for charity groups and the wider 
community, through such activities as World Cancer Day.
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5.2.3 School Three (S3)
S3 was a co-educational non-government school situated 527 kilometres 
from Sydney in a rural coastal region of NSW. It is a systemic Catholic 
secondary college established ‘to provide quality education in a Christian 
environment’ and where ‘education in faith is a partnership between home 
and school’. The school received ongoing support for its teaching and 
learning programs from the local Catholic Diocese. There were 1,005 
students enrolled at the school, with less than three per cent of students from 
a non-English speaking background. The school had a statement of rights 
and responsibilities that aimed to promote mutual respect among members of 
the school and an understanding of civic arrangements.
The school covered a large area with multiple buildings, offices, classrooms 
and wide, open space. The grounds were well maintained and students had 
access to playing fields and sporting ovals. At S3 sport was viewed as 
integral to the school program. Sports include rugby, soccer, hockey, 
athletics, swimming, AFL and tennis. A Koori Academic and Sports Honour 
Board were placed alongside the traditional school Honour Boards. There 
was a Student Representative Council, which was encouraged by teaching 
staff. Students were closely involved with teachers in organising regular 
‘after school’ social activities.
S3 placed emphasis on the need for pastoral care, and a college counsellor 
was available to students three days a week. Fortnightly newsletters were 
sent home to families with information on forthcoming events, school 
policies and processes. A daily notice distributed throughout the school to 
announce an extensive range of activities. These included events such as: 
prayers in honour of the National Day of Healing; eisteddfod and public 
speaking competitions; Questacon quizzes; choir practice; soccer games; 
fund-raising cake stalls for the Country Women’s Association; and 
preparation for the Catholic Schools Week Celebration Day.
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S3 was well resourced, with facilities and equipment that enabled the use of 
multimedia technology for teaching in all classrooms and group venues. 
Teachers had access to two classrooms that were each equipped with 26 
functional computers. A further two classrooms were available with between 
fifteen and twenty computers each. These rooms were specifically designed 
to support students’ use of technology for classroom learning activities as 
required. Several mounted and portable projectors were available for staff 
use. All teachers at S3 had access to personal laptop computers, and most 
acquired their laptops through salary sacrificing offered by the Diocese. S3 
had a research library with an extensive audiovisual section. The school 
librarian administered copyright issues and co-ordinated a video commander 
system that enabled library staff to support teachers using audio-visual 
programs in classrooms. The school also had a Technology Committee, 
which monitored the use of communications technology and its maintenance.
Teachers in S3 were skilled and experienced in using the wide range of 
technology that was available within the school. Over time regular access to 
high-quality facilities and equipment had allowed teachers in S3 to 
confidently adopt communications technology in classroom teaching 
practice. This was approached in a refined, deliberative and discerning way: 
S3 placed a emphasis on the use of communications technology as an 
integral tool for learning. In January 2005, S3 became the first non­
government school to be accredited as an ‘E-School’ by the Board of Studies 
NSW. Senior teachers and staff in the school developed innovative online 
teaching programs using open source learning and course management 
systems. The quality of learning programs and the high standard of 
communications technology available to students in S3 was a result of a 
dedicated group of teachers and parents working co-operatively. S3 
encouraged a teaching culture that supported the innovative use of 
technology in classrooms. This culture was supported and nourished by the 
efforts of parents and organised school fund-raising initiatives.
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53 was also involved in supporting a wide range of charities and local 
community events. Regular fund-raising activities took place to support 
various voluntary organisations and school activities. The school had, for 
example, planted a ‘Lone Pine’ seedling in the school grounds with support 
from the local RSL. Other students from S3 attended World Youth Day 2005 
in Cologne, supported by a community school raffle.
5.2.4 School Four (S4)
54 was a co-educational government school located in rural NSW, 564 
kilometres from Sydney. There were 657 students at this school, of whom 
less than three per cent are from non-English speaking backgrounds. S4 was 
open to special needs students, and students with severe disabilities used 
wheelchair access. The school was located in a peaceful, rural environment 
with extensive playing areas, sporting fields and open space. School 
buildings were simple, but neatly maintained. There was a designated staff 
area with basic amenities. A daily bulletin was distributed in S4 advising 
students of forthcoming events and activities. These include, for example, 
regional eisteddfods, writing competitions, anti-bullying workshops, guest 
speakers coming to the school, and upcoming sporting fixtures.
There was limited access in S4 to technology and computer equipment for 
multimedia learning in classroom. Although computers were allocated in 
certain rooms and in the school library, these did not always function to the 
satisfaction of teachers in the school. It was difficult for teachers in S4 to 
ensure individual student access to computers, and this depended on small 
class sizes. Classrooms were inadequately cabled and restrictions to the 
electricity supply meant that double adapters were not always available to 
support the use of technology for teaching. There were ongoing issues in S4 
concerning the lack of portable technology to support the use of multimedia 
in the classroom. Laptop computers had to be shared between staff. There
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were no projectors or monitors mounted or installed in individual 
classrooms, and the use of overhead projectors was limited to special 
occasions in larger venues. Video and DVD players had to be booked well in 
advance and had to be physically transported from one location within the 
school to another. For teachers at S4 this was time-consuming and ‘always a 
problem’. At S4 a strong emphasis was placed on engaging students at 
different levels of decision-making within the school, and staff vigorously 
promoted the involvement of the Student Representative Council. Students 
elected to the council routinely lead school assemblies in S4 and provided 
regular reports on school activities and achievements. S4 regularly sent 
representatives from the school to National Youth Week, and a State Youth 
Forum organised by the NSW Government.
A variety of sports were promoted at S4 including soccer, rugby, indoor 
football, cross-country running, athletics and swimming. There was a strong 
competitive sporting ethos in the school, which sent its football team to the 
State Championship in Sydney and representative swimmers to the National 
Age Championships. There was also a strong emphasis on music within S4, 
and individual creativity in the arts was encouraged. The school had an 
award-winning choir, and volunteer musicians from the school arranged 
Sunday performances for community groups. Students from the school 
regularly received awards at regional eisteddfods. S4 had an active Parents 
and Friends Association that played a key organising and fund-raising role. 
Video and film production was encouraged in the school and enabled by the 
support of qualified, experienced and active parents and friends.
S4 hosted an annual community arts workshop and music forum that 
regularly attracted wide community support and interaction. S4 was involved 
in a number of other community activities and charities including fund­
raising for the Cancer Council, local paper recycling initiatives, art 
exhibitions, the National Youth Film Festival, Red Shield Appeal Day, 40 
Hour Famine and support for local indigenous communities.
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5.2.5 School Five (S5)
S5 was a comprehensive co-educational high school 30 kilometres from 
Sydney. There were 416 students at the school, mostly from migrant 
families. S5 was located in a suburb of high unemployment. Students at this 
school came predominantly from low-income households. S5 aimed to 
provide students with ‘a meaningful and fulfilling education’ and to cater for 
the needs of all. There was a clear emphasis in S5 on the value of 
multiculturalism. The student population at S5 was culturally and ethnically 
diverse. Sixty-four per cent of students came from language backgrounds 
other than English. Thirty-two per cent of students were Arabic speakers and 
they and/or their families come from several Middle Eastern countries 
including Turkey, Afghanistan, Iran, Iraq, Uzbekistan and Lebanon. Other 
students of S5 and/or their families come from Yugoslavia, Greece, 
Macedonia, Croatia, Spain, China, Philippines, Burma, Indonesia, Korea, 
India, Somalia, Liberia, Fiji, Tonga, Samoa and New Zealand. There were 
five Aboriginal students in the school. A small percentage of the student 
population came from families with refugee status, or recently arrived 
migrant families with limited language and writing skills.
S5 had a Code of Conduct which set out students’ rights and responsibilities. 
Emphasis was placed on being positive, engaging in learning, caring for each 
other and teamwork. Under the Code students were expected to take 
responsibility for their behaviour, and to accept the consequences of 
inappropriate behaviour. The Code included a set of classroom rules such as 
being on time, following the teacher’s instructions, being polite and bringing 
equipment to class. The school consisted of several separate buildings with 
interconnecting concrete walkways and overhead shelters. There were 
asphalt playgrounds but no sporting fields. Outside areas and grounds were 
dry, sparsely vegetated and minimally maintained.
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Students at S5 were of mixed ability and there were 6-12 ‘special needs’ 
students in each year from Years 7-12 inclusive. Some students at S5 were 
identified as ‘intellectually mild’ and there was a support teacher for learning 
difficulties within the school. As well as the school counsellor available to 
students, there was a full-time anti-racism contact officer (ARCO) who 
worked to resolve issues of discrimination and racial vilification. There was 
a high rate of truancy at S5, and on occasions teachers could be involved in 
managing violent or aggressive student behaviour. Staff rooms in S5 were 
crowded and regularly accessed by students seeking individual assistance. 
Staff facilities and amenities were basic.
School sport was available at S5 to students in athletics, swimming and 
cross-country running. Life-saving and water safety education was offered 
and students participated in ‘inter-school knockout competitions’. Sports 
competitions were set up between teachers and students.
In the experience of teachers at S5, it was rare to be approached by parents 
seeking to discuss their children’s learning needs. The aspirations of most 
parents in relation to their children’s education were considered to be 
generally low. Parent information meetings were held once each term, and 
newsletters were distributed to parents during the school year. S5 had limited 
support from parents in terms of fund-raising activities.
S5 has limited computer facilities and equipment. There were two rooms 
designated for computer use, but these facilities were not easily accessible 
and had to be booked. Not all the computers worked, maintenance was not a 
priority and individual student access to computer systems was restricted 
outside of the library. Classrooms in S5 were not adequately cabled to 
support the use of multimedia technology, and teachers regularly ran the risk 
of overloading electrical circuits if for example a DVD monitor and an 
overhead projector, or screen projector were in use. In several classrooms 
double adapters and power boards could not be used to support computer-
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assisted learning. There were, however, several computers located in a small 
library, which teachers and students could arrange to use.
Some teachers in S5 used their own computers in classroom teaching from 
time to time. There was, however, limited access to projectors, video 
recorders and DVD players. These had to be booked well in advance and 
moved from a central storage place to the classroom, usually during class 
time. Teachers in S5 viewed these procedures as time-consuming, frustrating 
and limiting when it came to the use of technology in the classroom.
The school had a Student Representative Council made up of students from 
each year, with up to four students a year being elected. There was a Peer 
Support Program and a school newspaper. Activities within S5 included 
school dances, music groups, drama groups, art exhibitions and a 
multicultural night. S5 was involved in a number of charitable and 
community fund-raising events. These included participation in Harmony 
Day, Mufti Days, Multicultural Nights and Friday Prayers.
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53 Overview of Participating Teachers
Among the group of nine teachers who took part in Stages One and Two of 
the study, four taught History and Geography, three taught Geography 
exclusively and two taught History exclusively. There were broad 
differences between these nine participating teachers in terms of their 
teaching experience and educational backgrounds. Four teachers had over 
20 years of experience; two had over ten years of experience and three 
teachers had less than five years experience. Most held the qualification of 
Bachelor of Arts and Diploma of Education. Three teachers also held 
postgraduate qualifications in education.
Teachers characteristically have little or no formal training in civics and 
citizenship education (Joint Standing Committee on Electoral Matters, 
2007). Consistent with national trends, less than half of the participating 
teachers in this study had received any specific training in CCE. Those who 
had received specific training had usually attended brief training sessions or 
short seminars convened immediately following the introduction of civics 
and citizenship under the NSW syllabus.
The NSW Syllabus for History and Geography Stages 4-5 was a primary 
reference point and guide for this research and all participating teachers in 
the study. Each teacher emphasised the need to ensure a close reference to 
the relevant syllabus developed by the NSW Board of Studies. In particular, 
all teachers were aware of the compulsory School Certificate assessment for 
students in Year 10, which involved knowledge and understanding of civics 
and citizenship as defined by the syllabus. All participating teachers referred 
to and used standard textbooks designed to meet syllabus requirements for 
classroom learning in civics and citizenship.
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Teacher interviews and observations across schools revealed a generic use 
of certain kinds of familiar instructional strategies and learning activities. 
These broadly included lesson plans, student worksheets and class 
discussion. In seeking to meet syllabus learning objectives, all participants 
in the case study adopted these approaches from time to time in the course 
of teaching practice. This information gathered from teacher observations 
was applied in designing the multimedia resources produced in Stage Three 
of the research.
The data gathered from teachers’ responses in interviews and from 
classroom observations showed that students’ levels of literacy and 
language skills varied widely across schools. CCE teachers in S2 and S5 
generally shared concerns about low levels of student literacy and language 
communication skills. Teachers in both these schools regularly encountered 
students from non-English speaking backgrounds whose ability to read and 
write was limited. Teachers in School 4 also spoke of their encounters with 
low literacy levels among certain groups of students. Teachers in SI and S3 
did not share or express similar concerns regarding the language and literacy 
skills of their students.
An analysis of the data gathered from teacher interviews in Stage One now 
follows. A descriptive analysis is provided on a teacher-by-teacher basis of 
the different ways in which civics and citizenship was conceptualised and 
approached by teachers in different secondary schools. As the data 
demonstrate, approaches and methods to CCE were largely determined 
through decision making by individual teachers in a flexible and open way. 
All participating teachers in the study were significantly influenced by
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school context, the NSW syllabus, and the language and literacy skills of 
their students.
5.4 Teachers’ Approaches to Civics and Citizenship Education
5.4.1 Camilla: School One (SI)
Camilla was a teacher with 28 years experience and qualified with a 
Bachelor of Education and Diploma of Education. She had received no 
specific training in civics and citizenship, but kept informed about current 
developments through newspapers, television and the Internet.
When teaching civics and citizenship Camilla sought to draw on her 
students’ limited experience, and to broaden that experience in the context 
of the wider community. On the topic of water and the ‘global commons’, 
for example, her class looked at contemporary issues such as the drought in 
Australia and climate change. She aimed to build students’ awareness and 
understanding of ‘how they operate in the community and will operate in 
the future’.
Camilla relied on the syllabus as a primary starting point and guide. 
Wherever possible she embedded civics and citizenship in the teaching of 
Geography. She placed a strong emphasis on context:
Context is very important. We try and teach all the citizenship in the 
context of what they (students) are studying at the present time.
Camilla’s methods for teaching included discussion and brainstorming 
activity, use of text, making posters, writing letters to the editor, team 
problem solving, preparing speeches and presenting ideas outside of the
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classroom. Lessons were highly organised and structured, with lesson plans 
and student worksheets. When exploring the levels of governance from local 
to international, Camilla regularly used the Internet with her students. 
Students, for example, were directed to visit the South Sydney Council 
website and other government websites to gain a deeper understanding of 
the layers of government.
In addition to gaining knowledge about citizenship issues, Camilla wanted 
her students to develop strategies for problem solving and critical analysis. 
For example, Year 8 students worked as a team to explore solutions to 
global environmental issues such as air pollution and water pollution.
In dealing with contentious or political issues that arise in the class, Camilla 
placed firm boundaries on class discussion:
1 keep a very controlled, logical and orderly discussion in the classroom 
and get people to be comfortable with having different opinions.
While Camilla aimed to promote civic values in teaching, she was 
disinclined to impose her values on students when teaching civics and 
citizenship. Camilla also took the view that it was preferable for students to 
establish their own values and to talk to their parents about the values and 
issues raised in class. This was especially the case when it came to religious 
values.
Camilla saw her students as having responded enthusiastically to civics and 
citizenship. She found, however, that learning about civic arrangements was 
difficult for students to appreciate due to the lack of obvious or concrete 
content. Identifying civics and citizenship as a ‘legitimate’ area of learning 
was difficult for some of her students to accept. Camilla personally
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supported the promotion of civics and citizenship outside the classroom 
through a range of wider school activities. These included an annual three- 
day forum event for Year 10 to broaden ideas and future strategies for civic 
action and involvement. At this event guest speakers were invited including 
a representative from the Holocaust Museum. Special teaching assistance 
was given to students in preparation of the United Nations Youth Forum. 
Camilla was active in convening a lunchtime club to encourage students 
from Years 8-12 to discuss current social and environmental issues.
Camilla had access to a custom-designed classroom including a computer 
room with 25 computers, an adjoining classroom, audio-visual equipment, 
laptop, projector, and overhead facilities. Camilla used a variety of media in 
teaching, including the Internet, selected audio-visual programs and text. 
She had the support of the school librarian who researched relevant web 
links for students on selected topics. Camilla had not used any DVD or CD- 
ROM programs for civics and citizenship, although a copy of the 
Discovering Democracy CD-ROM was available in the school. This was 
due to the time needed to adapt existing materials and a view that working 
with video was easier and more effective at the time of interview.
Camilla confidently expressed her understanding of civic concepts, and her 
knowledge of content and teaching (KCT) in syllabus areas using 
technology. In relation to professional development, she suggested that 
more consideration was needed to build teacher knowledge in the focus area 
of global governance given the different content and perspectives it raised.
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5.4.2 Paul: School Two (S2)
Paul had four years of teaching experience and held a Bachelor of Arts and a 
Diploma of Teaching. He had no special training in civics and citizenship, 
but kept up with current affairs through reading newspapers, helping a 
debating group and using the Internet.
Paul followed the syllabus closely. He experienced problems with building 
knowledge in civics and citizenship, which he strongly believed should be a 
separate topic from Geography. Paul viewed his students as having great 
difficulty integrating civics and citizenship because it is not treated as a 
subject on its own. Paul’s approach was influenced by his experiences in US 
schools where civics, including constitutional history, was taught in a 
separate course. The more he teaches civics and citizenship, however, the 
more he felt able to incorporate it within the subject area.
Paul mainly taught civics and citizenship in the context of international 
human rights issues:
There is a very real focus on the development of human rights and how 
Australia fits in. We do have it ingrained in our program currently 
through the syllabus.
Paul liked to use ‘real’ information and contemporary events, such as 
September 11, to talk about rights and responsibilities in society when 
teaching civics and citizenship. Methods for building knowledge focused on 
class discussion:
Our students are very much part of the oral culture as opposed to the 
written.
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Although written worksheets were used in class, oral discussion was in 
Paul’s experience preferable to written text, which ‘will not be so well 
absorbed’. Paul used empathy to promote learning about topics such as 
migration. Relying on class discussion of current events presented particular 
challenges for Paul:
For example, recently there was the march against the war. There were 
kids continually asking whether 1 was going to march or not. A lot of 
them do have that involvement. Particularly in the Middle East, they 
have so many family connections. That area is pretty much all they 
focus on, however. You need them to be aware of the fact that there is a 
world outside that region from where their family is from.
Paul was conscious of teaching values in the classroom and his approach 
was to find common ground wherever possible. Paul viewed it necessary' to 
justify ideas involving value judgments through reasoned argument.
Paul had not used the Discovering Democracy CD-ROM or other computer 
or DVD programs for teaching civics. He was disinclined to use too much 
multimedia, which he believed could easily be overdone. Paul’s access at 
school to computers, IT facilities, networks and technical support was 
minimal.
As a teacher of civics and citizenship, Paul promoted various civic activities 
outside the classroom: the sponsorship of two children through UNICEF, 
collection days for charity, poster campaigns, the sponsorship of an animal 
in the zoo is and inviting members of Parliament to speak. Paul encouraged 
students to be involved in various community activities of this kind, which 
he viewed as central to the job of teaching civics and citizenship.
Paul engaged in self-directed learning in civics and citizenship through 
television, radio, newspapers and the Internet. He acknowledged the need
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for further professional development and was interested to learn more about 
how other schools were approaching the more complex and difficult areas in 
the syllabus, such as ‘global citizenship’.
5.4.3 Michael: School Three (S3)
Michael had 26 years of teaching experience and held a Bachelor of Arts 
and a Diploma of Teaching. He also held a Masters in Education.
Michael used media much more than textbooks to update his knowledge in 
CCE. He relied on radio, the Internet, SBS and ABC television, newspapers 
and discussion with colleagues. He had attended some in-service training 
with the NSW Board of which he found useful and reassuring:
it opened my eyes to the detail you needed and [that] wasn’t as great as 
I had expected.
Michael’s preferred approach to civics and citizenship was to involve 
students in community work in volunteer organisations. By learning about 
the specific charter and objectives that existed in chosen organisation, 
Michael believed that students:
would have much better understanding of why these things are 
important.
Michael’s experience, however, was that this approach is becoming 
increasingly difficult to sustain due to concerns about duties of care. 
Confined to the classroom, Michael tried to use practical ‘real-life’ 
examples on a local scale. He looked at ways in which citizens are protected 
and local activities in order to make learning immediately relevant to 
students. Michael liked to provide alternative points of view when teaching,
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and to ask controversial questions that triggered reactions from students. He 
also caused students to evaluate their own reactions, with the aim of:
Enlivening] the subject, to let them see that we are all citizens and that 
we all have responsibilities. Every person has a contribution in that way.
Michael was confident about teaching values in civics and citizenship:
Some people don’t want to go there, but I don’t mind. It brings out some 
biases and some attitudes you have never heard before and it brings out 
some new debate in class. But I think that is all healthy if you channel it 
in the right direction.
Michael confidently engaged students in dialogue on the nature of politics in 
the context of civics and citizenship. The subject of Geography provided a 
vehicle for him to discuss environmental problems and government 
decisions that determined issues such as whaling, oil exploration and change 
in land use.
When that happens it affects a lot of people and so that becomes a 
geographic issue. The people side of it make it into a political and 
economic issue. That is where the civics part comes in.
Michael aimed to alert students to the different levels of governance and to 
promote active local citizenship:
It is also important that they know about the Jetty Action Group 
here. That they can go to the meetings on the weekends if they want 
to. We try and encourage them to be local citizens when there are 
government decisions about big issues here.
Michael was particularly reflective about the way in which values are 
taught. His approach was to look at current scenarios and situations 
involving moral dilemmas, to identify issues and to listen to alternate points 
of view when teaching values. When approaching values in the classroom,
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Michael consistently emphasised the need to guide students and to place 
boundaries on discussion and debate. In his experience:
I have never had a situation where a values debate has got out of 
control, but I have had to move it in the right direction and make a 
few ground rules.
Michael relied on curriculum support from the Catholic Education Office 
and found the materials supplied for religious education helpful to civics 
and citizenship. He tried to avoid imposing religious values and adopts a 
measured approach:
On religious values we don’t teach those intentionally... you put them out 
there and the kids can take them or leave them. They don’t have to abide 
by them. It is a tricky area.
As a teacher in a religious school Michael was cautious to abide by church 
teachings, encyclicals and policies:
We are bound in certain areas... if you were teaching about refugees you 
would need, besides acknowledging the UN’s latest stand on when people 
should be released, you would probably have to acknowledge the papal 
position on refugees by both John Paul II and the current new Pope 
Benedict.
From Michael’s perspective the religious teachings of the Church informed 
such topics as migration, and controversial issues such as the treatment of 
refugees:
On refugees it is great -  it is great back-up.
Michael stressed, however, the need for discretion in areas that were clearly 
contentious:
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You have to tread very carefully on a couple of issues that are quite 
definite in the Church’s eyes. ... 1 am very cautious sometimes. Very 
cautious.
To build student knowledge Michael regularly used video and set research 
tasks based on locating sources and content on the Internet. Michael 
supplemented and updated his teaching materials on a regular basis, using 
the Internet as a primary tool. He used television programs such as the 
ABC’s rural program, Landline, in the classroom, along with other 
‘contemporary, high-quality programs that dealt with sensitive issues’. 
Michael also used traditional methods such as case studies, ‘chalk and talk’ 
and textbooks. As a senior teacher, he placed a strong emphasis on working 
collaboratively with colleagues in preparing, sharing and distributing 
teaching materials to students. Michael encouraged student involvement in 
a number of activities that supported civics and citizenship in the school. 
These included regular charity events for Red Shield Day, the Cancer 
Council and Local Base Hospital Units. S3 had a sponsorship arrangement 
with a school in Malawi, and about 80 children in the school sponsor 
overseas children in need.
Michael was keen to explore innovative teaching methods using new 
technologies. He had access to an extensive range of facilities and support 
services to enable multimedia classroom learning. Michael used selected 
parts of the Discovering Democracy CD-ROM. He had a television and 
VHS player permanently installed in his teaching room for his exclusive 
use. He was keenly conscious of the need to develop instructional strategies 
that supported interactive learning. Michael enjoyed combining his 
pedagogical skills with technology, and was enthusiastic to explore new 
approaches in CCE.
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5.4.4 Sam: School Four (S4)
Sam had four years of teaching experience. He held a Bachelor of Arts 
(Hons), a Masters of Cultural Studies and a Masters of Teaching. He once 
attended a three-hour CCE teaching seminar as part of his degree program, 
but described his training in civics and citizenship as minimal.
Sam used the syllabus support materials and relied on the materials provided 
by the NSW Department of Education through the Board of Studies NSW 
Internet site. He was interested to apply his background in cultural studies to 
teaching civics and citizenship. Sam read widely and refined his 
professional knowledge through membership with the Society and Culture 
Association. Sam kept up with current affairs by watching documentaries, 
usually on the ABC or SBS, reading journals and newspapers and regular 
Internet use.
Sam viewed learning about the practical aspects of civic engagement -  such 
as voting, lobbying, protests and being involved as a citizen -  as important. 
However, he was attracted to civics and citizenship because of the way in 
which values can be incorporated in the learning process:
For me the values and the issues are more prominent. I have complex 
thoughts as to how schools should best teach values and issues.
Sam encouraged students to reflect on their own values. He tried to raise 
awareness and by situating student experience using historical context. He 
viewed values as being very difficult to teach using traditional methods:
You can’t come out of a 40-minute lesson with a student having learnt a 
new value. I just don’t view it that way. It is more about raising 
awareness to think and talk about an issue or a value... They can make 
their own judgments about the worth of that value.
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In Sam’s view, civics and citizenship went beyond simply transferring facts 
and information to students:
Taking notes and answering a few questions doesn’t make them an 
active citizen.
By establishing concrete connections with the lives of his students, Sam saw 
civics and citizenship as a way for students to effect transformative change:
It involves establishing some connection with the individual lives of 
your students. That is the most important starting point. It can’t be 
abstract. Whatever the value that you are dealing with -  whether it is a 
civil right, like voting rights -  how it may impact on their lives may be 
of use to them to change their world.
His approach to teaching involved raising students’ awareness of their 
ability to influence the world around them:
Most students, whether they are academic or not, are interested in their 
ability to influence their world. Whether it is to get a skate ramp 
happening or whatever. There is not a student I have come across that 
doesn’t have some issue with their community on a local or regional or 
national issue, like the war in Iraq.
In Sam’s experience, students were interested to engage civics and 
citizenship through personal interaction with local communities:
They are interested in politically influencing their world, and I use 
‘politically’ in the widest sense... Obviously they can’t vote yet, but on 
the whole they are mostly interested in voting.
Sam’s approach was to show students how power and authority impacts on 
their relationship with the world and their capacity to change their lives. 
Sam tried to establish concrete connection with the individual lives and
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experiences of his students. This was seen as a critical starting point for his 
teaching practice. For example, when discussing the right to vote, Sam 
emphasised how this might impact on students’ lives and be of use in 
transforming their world:
It’s a generalisation, but I think the majority of students feel relatively 
powerless. The value of civics and citizenship is in slowly shoring up 
notions of themselves as potentially powerful. I aim to do that.
To build knowledge and clarify issues, Sam used problem-solving activities 
and group learning. He rarely used traditional ‘chalk and talk’. Sam used 
textbooks and newspaper articles on current topics to provide students with 
information, with the emphasis on sharing knowledge of content in an 
interactive way.
Sam aimed to relate each topic to the lives of his students. For example, on 
the topic of the structure of European feudalism from peasants to kings, he 
made comparisons with Australian society:
Doing that, however briefly, we can look at who is at the top of our 
pyramid. Is it the Prime Minister? Is it the Governor-General? Is it the 
Queen? Where do the politicians fit? We can look at classes: upper, 
middle and lower. What does that mean? The issue there is who has 
power and wealth in society...
Sam saw this as the best approach to embed civics and citizenship in the 
subject:
Without me saying the words ‘civics and citizenship’, what we are 
doing is asking them to think of themselves or their family and where 
they sit in that pyramid.
Sam tried to include civics and citizenship in each syllabus topic in a way 
that was contemporary, contextualised and linked. On the topic of Vietnam, 
for example, he looked at protests and democratic rights:
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While we look at the facts we will ask, ‘Why were people protesting?
What does this say about the sixties and the seventies? What does that 
say about issues of power and authority? What is a protest? To that 
there will be a much stronger response. I can link it to something that 
they have practically been involved with, or relate to.
While the responses of his students to civics and citizenship was perceived 
as ‘lukewarm’, topics that involved contemporary issues could on occasions 
generate intense interest:
On things like the Iraq war I usually have to pull in the discussion or 
otherwise we end up spending the whole lesson talking on it. I refer to it 
very, very carefully. They respond vigorously to this...
Sam tried to encourage student interest in civics and citizenship through 
wider school activities. These included participation in the Student 
Representative Council, the 40 Hour Famine, World Vision projects and 
fund-raising support for local Aboriginal communities.
For Sam the use of multimedia in classroom teaching was limited due to 
restricted availability of equipment and computer facilities. He self-directed 
his professional learning and development in civics and citizenship and was 
interested to discover how other teachers in other schools approach CCE.
5.4.5 Athena: School Two (S2)
Athena had been teaching for 22 years and held a Bachelor of Arts and a 
Diploma in Education. She had received some training in civics and 
citizenship by attending in-service seminars run by the NSW Board of 
Studies and the NSW Parliamentary Education Office. As a result of this 
training Athena has created lesson plans using the Discovering Democracy
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CD-ROM and the Web Quest software that supported teachers’ use of the 
Internet.
Athena’s approach to civics and citizenship was closely anchored to the 
syllabus. Using the syllabus as a guide she aimed to focus on students’ 
personal experience and empathy to engage learning in the classroom:
With everything here we start with our own experience. We are 
migrants. We have very few Anglo-Saxons in the school. Being a 
migrant myself, I tell them about my experiences, because I was 
growing up here in the sixties. We talk about my experiences and their 
experiences with racism... especially for the girls with their scarves.
Here, if you don’t give students something concrete like their own 
experience or something they can relate to, they won’t get it
It was not uncommon for Athena’s students to encounter racism and 
harassment in their local community. She perceived that the incidence of 
racism has increased since the terrorist attacks of September 11 and the Bali 
bombings. Athena worked with these experiences and encounters in the 
context of classroom teaching in civics and citizenship. Her approach was to 
talk about strategies to deal with problems of racial discrimination, and to 
examine remedies that may exist.
Athena used current newspapers and historical press clippings to compare 
past and present attitudes within the context of a civil society. For example, 
she would ask students to compare the differences between current news 
stories on discrimination with a 1994 article on sex discrimination against 
Moslem women unable to get jobs because of the veil. Through open 
discussion in class, students compared the differences that existed today. 
Similarly, students were asked to compare past and current articles on the 
Serbian Macedonian community in order to discuss the extent to which 
attitudes may have changed in the community.
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In common with other teachers, Athena placed a strong emphasis on values 
in teaching civics and citizenship. She relied strongly on personal 
experience and empathy with her students:
You do values all the time. It is there and part of your teaching. I don’t 
write it down in my teaching or list it as an item. We get it from first-hand 
experiences. My experiences.
Athena unavoidably came across religious practice and belief in the course 
of teaching and occasionally made reference to religious values:
It is Ramadan now and some of the girls are fasting. A lot of girls are 
complaining. I say when I fast in my religion it is a thing between me 
and God. I don’t complain about it. What does it say in your Koran? 
Does it tell you to complain? They will say. ‘No Miss we are not 
supposed to be’. There is a blurred line.
Athena adopted an indirect approach to embedding civics and citizenship in 
the subject of History:
I don’t say we are doing civics and citizenship... 1 never refer to it as 
‘civics and citizenship’.
Athena focused on helping students to realise how civil society relates to 
their relationships and experiences as a person in society. To build 
knowledge in CCE she used role-play, brainstorming and class discussion. 
She tried to develop higher-order thinking skills using closed passages from 
various texts, worksheets with questions and answers, fishbone diagrams 
and flowcharts. Athena regularly relied on a combination of textbooks and 
lesson plans.
Although Athena perceived that many of her students would say civics and 
citizenship was ‘boring’, she sensed ‘somehow it is getting through’. She
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encouraged her students to get involved in civic activities outside the 
classroom, such as environmental recycling, sponsoring children through 
UNICEF, fund-raising for charities and participating in the Student 
Representative Council.
Athena was open to learning and experimenting with the use of technology 
for classroom teaching. Her access to such technology, maintenance and 
support services was, however restricted. Athena was motivated to improve 
her professional development in civics and citizenship and used newspapers, 
television and the Internet to keep up with current developments. She 
identified the need for further professional development support on such 
topics as ‘republicanism’ and ‘global governance’ which she viewed as 
needing something ‘more solid’ to guide teaching practice.
5.4.6 Andrea: School Five (S5)
Andrea had been a teacher for 14 years and held a Bachelor of Arts and a 
Bachelor of Education. She has attended one training session on civics and 
citizenship at a seminar in NSW Parliament House, which familiarised her 
with the Discovering Democracy CD-ROM. Andrea enjoyed teaching civics 
and citizenship in the subject of History because it:
gives a way of talking about people in the past, people in the present 
and people in the future. It is an integral part of our daily life.
Andrea aimed to ensure that civics and citizenship was integrated in the 
subjects of History and Geography. She approached teaching in ways that 
were concrete and specific. Andrea tried to involve her students by helping 
them to discover through their own life experiences. She was substantially 
guided by the syllabus for Stages 4 and 5 in History and Geography, but
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preferred the concept of teaching civics and citizenship as a separate 
subject:
simply because 1 feel that we are raising children that do not pledge 
allegiance to this particular country
Andrea placed emphasis on teaching values through open communication 
and respect for difference. She aimed to identify and discuss issues in a non- 
judgmental and empathetic way. To build knowledge in civics and 
citizenship, Andrea used newspaper clippings, booklets, posters, texts, 
written worksheets and the Discovering Democracy CD-ROM. She created 
structured lesson plans and occasionally downloaded current content from 
the Internet. However, for Andrea:
It is with difficulty. My kids cannot read and write well at all.
In response to low levels of literacy and English language skills, Andrea 
regularly asked students to bring songs to class to discuss the lyrics. Using 
music as a vehicle she explored civic attitudes and values while guiding 
students as to ‘what is right and wrong’. She regularly discussed issues, 
using concrete examples from the home, family or local community.
In Andrea’s view her students are interested and curious when it comes to 
civics and citizenship, but:
they really haven’t made it their own. They haven’t owned it.
As part of civics and citizenship, Andrea encouraged her students to support 
wider school activities including Harmony Day, Multicultural Nights, 
Friday Prayers and support from the anti-racial contact officer (ARCO).
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Andrea took the view that civics and citizenship needed to be part of an 
ongoing process of in-service training, and that this required more than a 
one-day seminar. For professional development she relied on the Internet, 
newspapers and television and believes customised and updated websites 
would improve her teaching. Although Andrea wanted to use more 
technology in classroom teaching, her limited access to computers, 
multimedia facilities and technical support made this problematic.
5.4.7 Mat: School Three (S3)
Mat had 15 years of teaching experience and held a Bachelor of Arts, a 
Graduate Diploma in Education and a Graduate Diploma in Careers 
Education. He had not attended any in-service training specifically for civics 
and citizenship, but was actively involved in the local History Teachers 
Association, which addressed contemporary teaching practice.
Mat looked at what the syllabus demanded and tried to apply civics and 
citizenship in all areas of study:
... from the White Australia policy, right up to ‘boat people’ issues and 
the detention of refugees.
He believed that clearer directions from the NSW Board of Studies over 
what the syllabus specifically covered would assist teaching. In his view, 
too much was implied in the syllabus, rather than explicitly identified. He 
used current events ‘to help exemplify what we are talking about in the 
History syllabus’.
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Teaching values in civics and citizenship was difficult, but important to 
Mat. He was deliberative about the way this was done. Mat engaged past 
and present values in civics and citizenship by looking at human behaviour 
and responses in crisis times. He frequently reminded his students not to 
judge other societies from their own moral perspective and standards. In 
teaching values, he tried to encourage students to maintain a level of 
tolerance and acceptance for others.
Mat was required to teach religious values and Catholic perspectives, which 
he saw as positively assisting the task of teaching civics and citizenship. 
Teaching values was viewed as ‘part of our philosophy in a Catholic 
School’, and he adopted a humanitarian perspective:
The Catholic and the humanitarian perspective seem to fit... When you 
have masses and prayers and all those things, you are constantly 
reminding the kids about humanity and the way they treat people, and 
should treat people.
Mat acknowledged, however, that contentious issues arose in teaching social 
history, such as homosexuality or infanticide. Topics like this required him 
to exercise a combined degree of balance and caution. Mat experienced 
frustration with community criticism of the role of the teachers when it 
came to teaching values:
When people criticise teachers for not teaching values in schools you 
need to ask: ‘Whose values are they?’ Here, I tend to teach my own.
Mat’s teaching practice in civics and citizenship was informed by 
collaboration with his colleagues:
We talk about what a civic action is. It can mean any action that is by a 
person to resist or change something. So, we constantly talk about 
people’s movements and people’s actions. Obviously, the Moratorium
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movement with the Vietnam War, the Save Our Sons Movement, 
Women’s Liberation -  all of those issues constantly come up.
Mat tried to engage ideas of citizenship through open class discussion and 
the incorporation of current issues that had impact and meaning to his 
students, such as the payment of HECS fees or compulsory student 
unionism. He also taught by personal example and consciously aimed to act 
in a way that transferred the value of mutual respect. For Mat, modelling 
and learning by example formed an essential part of civics and citizenship:
At an ideal level I would like to think that the way 1 act and behave is a 
good example for the transference of the values of mutual respect and 
valuing people, and all these things that seem to be an integral part of
civics.
Mat was clearly up front about his personal political values in class:
If they understand where I am coming from they can make their own 
decisions. Whereas if I try to be unbiased... Neutral? You can’t be. The 
kids have the best ‘bullshit meters’ in the world and they know ... 
Because kids want to know.
Mat emphasised with his students the importance of diversity and that each 
person is entitled to a viewpoint. He encouraged students to challenge his 
opinions and beliefs, and to make him justify his own viewpoints. He placed 
importance on bringing perspectives that came from different sources 
students, other than social media and their parents:
Quite often to engage the kids we have to become political... We are 
trying to actually show them that they can make choices.
Mat adopted a mixture of learning strategies to build knowledge in civics 
and citizenship, including ‘old-fashioned’ strategies such as textbooks and 
written worksheets. His students also engaged, for example, in model
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making, dioramas and role-plays. He tried to set assessment tasks for all 
major topics. These included empathy tasks, formal knowledge tests, 
research and oral reports. Rather than use ‘chalk and talk’, however, Mat 
preferred teacher-directed discussion in class using prepared written notes, 
which he distributed in class. Students were regularly asked to prepare and 
present research reports on selected topics, and to engage in peer evaluation.
Mat purposely used technology to supplement learning activities in a 
measured way. Communications technology is approached ‘as an 
instructional tool’, and interactivity in learning was promoted as much as 
possible. Mat had substantial experience with the use of multimedia 
technology in the classroom and had a deliberative approach to its 
pedagogical application:
When I talk about multimedia as a teaching tool 1 often talk about the 
‘gee-whiz’ factor. It enables us to use colour photos. It enables us to 
present things graphically, which actually helps... but on multimedia I 
have a statement with my staff -  use it and don’t let it use you.
Mat perceived little advantage from the multimedia software that was 
distributed with textbooks. In his view:
Sitting at a computer reading from a computer and writing from a 
computer is not much different from reading off a blackboard and 
writing down notes It is really about using it as an effective learning 
tool to stimulate the kids in some way.
Mat used multimedia technology to supplement learning for up to 20 per 
cent of classroom learning sessions. He assessed that computer use for 
research projects was growing at around 5%. When combined with the use 
of video and DVD, his estimated use of multimedia technology was 
approximately 20 % of classroom teaching time.
181
Mat had access to an extensive range of multimedia equipment, facilities 
and services. He regularly used a laptop computer for teaching, and there 
was at least one mounted multimedia projector in each block of the school, 
in addition to portable projectors that he used as required.
Mat actively promoted student engagement in activities outside the 
classroom as part of civics and citizenship. These included such activities as 
Reconciliation Day, Red Shield Day, Daffodil Day, charity work in 
voluntary organisations, school retreats and Pastoral Days. He updated his 
knowledge in civics and citizenship through television, the Internet and 
newspapers. He viewed having an awareness of current affairs as ‘a must’ 
for professional development. He was also motivated to collaborate with 
colleagues within and outside his own school on best practice teaching for 
CCE.
5.4.8 Kavisha: School Five (S5)
Kavisha had five years teaching experience and held a Bachelor of Arts and 
a Diploma in Education. She had attended one NSW Board of Studies 
seminar at NSW Parliament House, but otherwise had no specific training in 
civics and citizenship. Kavisha took the view that the concepts of civics and 
citizenship lend themselves well to the subject of History. She was 
concerned, however, about the hours ‘taken away’ by civics and citizenship 
that ‘eat into History and Geography’. She also believed that civics and 
citizenship should have its own syllabus and subject:
There is just too much content... The current Stage 4-5 syllabus is just 
too large, and having to teach the civics is just too much. I am 
struggling with the content. It is just the time.
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Kavisha approached civics and citizenship from a cultural point of view 
where values were prominent. Her students were curious to know about and 
relate to her personal background, values, religious beliefs and ideas.
Our children here really like to know who you are, where you come from 
and what your ideas are. They will sometimes say, ‘Well, you are Arabic, 
you understand what we mean’... Once they feel that you have accepted 
them for who they are, then they relate to you much more readily.
Sometimes Kavisha worked with religious values as a way to identify with 
students when teaching civics and citizenship:
For instance, we were looking at ancient history. I ask students to relate it 
back to their religion and think about how that is similar to the ancient 
world. For example, the Mother Goddess and how highly regarded the 
women were. I might then ask, ‘What does it say in the Holy Book?’...
You work off the religious values that are there. The kids need to identify 
with someone.
Kavisha aimed for a non-judgmental approach to the values that she 
encountered among her students. She tried to maintain open communication 
and respect when teaching civics and citizenship, and tried not to judge a 
child because of their values:
It is what they are entitled to and what they know. It is their upbringing 
and a part of their life. ... With citizenship you have to allow students to 
model, but they also have to be actively involved and interested. They 
have to be active and voicing opinions. They have to take ownership as 
well.
In common with other staff in the school, Kavisha encountered difficulties in 
teaching students who held extreme, and sometimes antagonistic, viewpoints 
that discriminated o the basis of race and religion. Ethnic and religious issues 
were manifest on occasions through the expression of extreme forms of 
speech and vilification. In class discussions about the need for tolerance,
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respect and civil society, Kavisha encountered serious challenges in her role 
as a teacher of civics and citizenship when responding to such student 
behaviour. Her approach was ‘to get through’ to students by developing a 
reasoned understanding of what it meant to be a good ‘local’ and ‘global 
citizen’. She experienced difficulties in responding to extreme attitudes and 
guiding students to understand the civic responsibilities that were part of 
participating as a member of a local, and national community. As Kavisha 
pointed out with reference to her particular teaching context:
Teaching citizenship is such a huge, huge area.
Kavisha was careful not to offend religious values in any way. This she saw 
as essential to creating the trust relationships necessary to help young 
individuals develop a wider tolerance for others. From her perspective, 
however, too much was happening ‘under the banner of religion’.
Kavisha worked closely with the syllabus and used textbooks, discussion 
and debating to build knowledge in the classroom. She adopted structured 
lesson plans and regularly uses written worksheets. Using personal 
experience and concrete ‘real’ examples she aimed to develop empathy and 
student motivation to learn in a grounded way. Her students were 
encouraged to involve themselves in civic activities outside the classroom, 
such as Harmony Day, fund-raising for charities, Multicultural Night, Mufti 
Day and Friday religious prayers.
Kavisha was keen to use multimedia in her classroom teaching whenever 
possible, and had developed discrete learning programs using her own 
personal computer. Due to very limited access to networks, facilities, 
equipment and technical support services in the school, Kavisha had to
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bring her computer from home to support learning in the class. Inadequate 
cabling and restricted power supplies created obstacles when it came to the 
use of technology in the classroom. Student access to computers and 
video/DVD was difficult to organise and detracted from class teaching time. 
Kavisha’s inability to access functional technology at the school site was a 
constant source of frustration to her.
Although highly motivated to improve her pedagogical skills, in Kavisha’s 
view more in-service training was needed to support professional 
development in civics and citizenship. Kavisha believed that civics and 
citizenship needed a higher profile as part of teacher training, and that 
customised web sites to support teachers of civics and citizenship could be 
beneficial.
5.4.9 Dave: School Four (S4)
Dave had 29 years of experience as a teacher and was qualified with a 
Bachelor of Arts and a Diploma of Education. He had received no specific 
training in civics and citizenship. He viewed civics as involving specific 
knowledge and understanding about government and the way government 
operates. From Dave’s perspective, citizenship took on a wider range of 
meaning:
from just saying hello to the new Italian kid in class, to chipping 
your mates about racism, to applying for something for 
disadvantaged kids through letter-writing or whatever form the 
citizenship takes.
For Dave there was a strong connection with citizenship and the application 
of morality to contemporary issues. He viewed his own personal
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background in church activities as providing him with a ‘natural 
predisposition’ to citizenship, and as shaping his approach to teaching:
Citizenship is basically applying a moral stance to the various issues 
that you study... 1 see my citizenship teaching role as bringing 
something of a moral dimension and willingness to act.
Dave saw that both civics and citizenship imply social issues and rely upon 
people making moral judgments. In Dave’s view, when issues surfaced a 
value judgment needed to be made about whether it was right or wrong. In 
adopting this approach, Dave saw himself as being significantly involved in 
teaching values. He aimed to incorporate values in teaching, and viewed 
such topics as Australia’s contact history as unavoidably laden with moral 
values and judgments:
but at the same time I am not supposed to be indoctrinating the kids into 
what I think value-wise.
Dave worked closely with the syllabus and tried to embed it in the subject of 
History whenever the context permits. For example, in the subject of ancient 
Greece, he worked with students to enhance their understanding of civic 
government and organisation. He chose to do this in more depth with topics 
on Australia, such as Federation, where he aimed to teach students how 
government operates through electorates and across all tiers of government. 
He favoured presenting diverse and different viewpoints when teaching 
civics and citizenship. He aimed to enthuse students about various issues, 
and to get them to take a responsible stance:
You are doing multiculturalism, say, and they (students) are fairly 
commonly racist. You need to address those issues and try to change 
them as best you can. That, to me, is citizenship.
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In common with teachers in other schools, Dave found it difficult to 
maintain neutrality in teaching civics and citizenship, and exercises caution 
when discussing political issues in class:
it is practically impossible to be totally impartial on any issue. Your 
biases inevitably come out. The aim is to get the kids to make their 
decisions with minimal input of your views... Things like politics have 
to be done very carefully, and not show a party political bias.
There were, however, some issues, such as child pornography, where Dave 
had no compulsion in letting his moral values show.
Dave followed the syllabus closely. To build knowledge, he liked to use 
specific examples, context and different viewpoints. On the topic of Sumer, 
for example, he talked about the civics issues and the government of that 
time. Using this context, students discussed citizenship issues such as how 
women were treated, or how the ruler organised a code for the fair judgment 
of citizens. Similarly, such civics issues were viewed and discussed in 
relation to the history of the Maya and the Aztecs. Dave used ‘chalk and 
talk’, textbooks, note taking and class discussion. As part of civics and 
citizenship, Dave taught students how to organise a petition or a letter of 
protest, and guided students on appropriately completing these tasks.
Dave encouraged his students to involve themselves in extra curricular 
programs to reinforce their learning in civics and citizenship. He ran the 40 
Hour Famine and supported student involvement in activities such as the 
Student Representative Council, NAIDOC Week, World Vision Youth 
leadership, and fund-raising for an indigenous trachoma support group.
Dave’s access to multimedia facilities and equipment was limited, and 
needed booking well in advance. He occasionally used video and computers
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when facilities are available. He felt hindered in his use of communications 
technology as a learning tool, due to the lack of resources available to him.
Dave self-directed his professional development in civics and citizenship 
using the Board of Studies NSW web site, newspapers, television and the 
Internet. He assumed he was ‘on the right track’ with civics and citizenship 
and sensed there was ‘a whole lot of paranoia out there’ about whether 
teachers are approaching civics and citizenship in the right way. In Dave’s 
view:
At the moment there is unnecessary fear about the Year 10 compulsory 
test. There is no need for uncertainty, and training programs need to 
confirm confidence. Seminars would help.
5.5 Teachers’ Approaches and Methods for Classroom Learning
Teachers’ approaches to CCE reflected the diversity of students that 
attended the five different secondary school classrooms in which they 
taught. Teaching in civics and citizenship was determined in a flexible and 
discretionary way by individual teachers and their interpretative responses 
to syllabus requirements.
A common theme that emerged was the way in which all teachers identified 
the NSW syllabus for History and Geography Stages 4-5 as a primary 
source for teaching civics and citizenship in the classroom. Participants 
consistently placed emphasis on the need to prepare students undertaking 
compulsory School Certificate assessment on civics and citizenship in Year 
10. Curriculum and syllabus objectives provided a primary focus and 
common set of benchmarks for all CCE teachers.
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Teachers uniformly viewed extra curricular activities beyond the classroom 
as being central to supporting knowledge and understanding of civics and 
citizenship. Consistently with national research findings (Joint Standing 
Committee on Electoral Matters, 2007; MCEETYA, 2006), teachers 
commonly identified activities such as fund-raising for charities, 
participation in representative student bodies or working for local voluntary 
organisations as comprising valuable and vital components of civics and 
citizenship. A community-based approach to CCE was embraced and 
developed in different ways by teachers participating in this study. For 
teachers like Camilla and Michael special emphasis was placed on the 
capacity of CCE to build students’ leadership skills through community 
engagement.
On the question of students’ reactions to civics and citizenship teachers’ 
responses varied significantly. In the experience of teachers in S2 and S5, 
students were perceived to be largely uninterested in this discrete learning 
area. From the viewpoint of the teachers in S2 and S5, students had 
difficulty identifying with the subject matter. As Kavisha reflected, civics 
and citizenship was not something, which students had come to ‘own’. For 
teachers in S4 student reaction was mixed. These teachers viewed students’ 
engagement in CCE as ranging from ‘quite interested’ to ‘lukewarm’. By 
comparison, teachers in SI and S3 tended to view students’ responses to 
civics and citizenship as mostly interested and enthusiastic. The differences 
in perceived student attitudes appeared to correlate with students’ levels of 
literacy, language skills and ethnic background, as well as limited access to 
functional technology.
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Other findings that emerged from the data showed the significance CCE 
teachers attached to the treatment and development of values in classroom 
teaching. Although the conceptualisation of values differed widely between 
individual teachers, all participating teachers recognised the importance of 
values in teaching civics and citizenship. Teachers in all schools responded 
to the concept of ‘teaching’ values in the classroom learning in reflective 
ways. Each encountered complex dilemmas at some point in their teaching 
experience in response to the values and challenges that students brought to 
the classroom. Across schools, the more experienced teachers such as 
Michael, Athena, Mat and Dave expressed a heightened confidence and 
assertiveness in their approach to engaging values in the classroom. 
Younger and less experienced teachers were more inclined to acknowledge 
the uncertainties they faced in responding to issues and conflicting values 
raised by their students in the context of civics and citizenship. These 
teachers were also more likely to be employed in government schools where 
English language skills and cultural differences posed additional challenges.
Irrespective of experience, all participating teachers expressed a 
disinclination to ‘impose’ their values on students. Each teacher exercised 
due caution when values arose in the context of teaching practice. Teachers, 
such as Camilla and Michael, placed a strong emphasis on the need for 
students to be in dialogue with their families as a primary reference point for 
personal values. Teachers such as Andrea and Sam preferred an approach 
that engendered personal self-reflection and discovery. While teaching 
methods and approaches varied among participating teachers, the data 
revealed a common acceptance of the importance of values in CCE teachers. 
This insight into teaching practice shaped the ways in which the resources 
based on AEC were later developed and adopted in classrooms.
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The research findings in relation to values clearly indicated that CCE could 
be especially contentious where religious beliefs and concepts form part of 
classroom dialogue. Religious values posed an open-ended and personal 
journey for teachers and students alike across all schools connected to this 
study. The extent to which religious values were discussed and incorporated 
in classroom teaching depended on the combined impact of school context 
and individual teacher characteristics. The unspecified overlap that exists 
between civic and religious values presented an unavoidable challenge for 
teachers in both religious and non-religious schools. For teachers in 
religious schools, such as S3, defined policies and procedures set clear 
guidelines for addressing religious values in the classroom. In non-religious 
schools, governed by a secular policy framework, individual teachers were 
more inclined to adopt a universal and inclusive approach to the various 
religious values that students brought to the classroom. All teachers 
expressed awareness and sensitivity towards the religious beliefs and 
practices of their students, irrespective of the school in which they were 
professionally employed. Each emphasised the fundamental need of a 
teacher to respect and recognise diverse religious values.
Teachers were similarly sensitive to the challenges posed by civics and 
citizenship when current political issues entered classroom dialogue and 
debate. Students across all schools, for example, were consistently keen to 
discuss the events of September 11 and the war in Iraq. Teachers perceived 
engagement with these topics as being inescapably part of their role as 
teachers in the classroom. However, most expressly identified the need to 
place firm boundaries on the extent and nature of any such class discussion 
where extremes in ‘political’ viewpoints arose and were difficult to manage 
at times.
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Teachers’ approaches were also strongly shaped by school context. This was 
particularly pertinent to teachers’ approach to the use of technology for 
classroom learning. Here, clear differences existed between teachers in 
different schools. In schools where the ratio of computers to students was 
low, teachers were less inclined to engage computer-assisted or Internet- 
based learning activities (S2, S4 and S5). Teachers in such schools, while 
expressing an interest to combine their pedagogy with more technology, 
also frequently expressed a resigned frustration about the limited access to 
available technology in their work places. On the other hand, for teachers in 
schools SI and S3 well established access to technology and services 
offered a very different set of experiences. Teachers such as Mat, Michael 
and Camilla were characteristically positive and confident about engaging 
technology in new and deliberatively reflective ways.
All participating teachers in the study self-directed their own professional 
development in civics and citizenship through use of a wide range of media, 
including television, newspapers, magazines, journals, the Internet, video 
and DVD programs. Teachers uniformly identified a need for more 
comprehensive in-service seminars and pre-service training to specifically 
address issues of CCE content, and the challenges of teaching values in 
civics and citizenship.
At the commencement of the study the extent to which History and 
Geography teachers might differ in their approaches to CCE was unknown. 
To explore this aspect, a preliminary analysis of teachers’ approaches was 
initially undertaken with reference to participants in their roles as teachers 
of History or Geography. No discernible differences between History and 
Geography teachers were apparent, however, other than differences in 
subject content taught under the NSW syllabus. The lack of difference can
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in part be attributed to the fact that four of the nine participants in Stage One 
were teachers of both Geography and History. At the time of research it was 
common teaching practice, particularly in government schools, for teachers 
in Years 7-10 to teach both the subjects of History and Geography. The 
categories set out in Table 2 reflect this. This table provides a summary of 
the approaches and methods that participating CCE teachers identified in 
interview. It identifies the approaches and methods of teachers of 
Geography, teachers of Geography and History and teachers of History.
5.6 Formative Data and Designing AEC for Classroom Use
Collaboration with teachers of civics and citizenship during Stages One and 
Two of the study verified a number of factors relating to the production and 
use of multimedia resources using AEC in the classroom. These factors 
included the need to establish interactive learning environments and to offer 
diverse viewpoints as part of classroom teaching practice. Other factors 
concerned the generic use of shared and familiar methods of instruction 
such as lesson plans, written worksheets, group learning activities and class 
discussion. Teachers’ responses endorsed the concept of developing 
narrative conversations with students using AEC as a possible method by 
which to motivate interest in CCE. Participating teachers’ supported the 
proposed use of AEC as possible way to explore, build, enliven and 
challenge student learning in the classroom.
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By gathering qualitative data about teachers’ approaches and experiences with 
civics and citizenship, a closer understanding was gained as to how teaching and 
learning practically took place in ‘real-life’ classrooms. The interviews and 
observations undertaken with CCE teachers served to inform the production of 
multimedia resources during Stage Three of the study, and its subsequent use in 
classrooms during Stage Four of the study. This formative data facilitated the 
design of instructional strategies based on AEC later adopted with teachers in 
classrooms. Through a close study of teachers’ approaches and individual 
teaching contexts, a heightened knowledge and understanding was gained of the 
demands on secondary school teachers in their relationship with students of 
varying levels of literacy and language skill.
The data gathered in relation to the diverse school contexts and classroom 
environments in which participating teachers worked provided critical 
knowledge about how technology was used and adopted in secondary school 
classrooms. The data from Stage One of the study were instrumental in 
determining the type of technology and media platform to be adopted to 
distribute multi-sensory AEC using digital video in each of the different schools 
in which teachers were located. This choice was influenced by the need to work 
with a common technological platform that was accessible to all participating 
teachers at the time of research. Familiarity with teachers’ approaches and 
teaching contexts laid the foundation for Stages Three and Four of the study. 
The data gathered in Stages One and Two identified a clear preference among 
teachers to embed subject matter content in CCE using context and 
contemporary phenomena.
5.7 Summary
Teachers in this study approached CCE as individual decision-makers in 
flexible ways that responded to the learning needs of their students and the 
NSW syllabus. The research findings highlighted the need to take into account
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the values, beliefs, customs, and attitudes that form part of classroom teaching 
practice in CCE. Participating teachers’ stated approaches to teaching and their 
reflections on teaching practice in CCE offered unique insight into how civics 
and citizenship was taught with secondary school students.
Challenges inescapably arose when values and civics and citizenship intersect in 
the classroom. In this case study, several teachers took an open approach to the 
expression of personal values in class. These teachers tended to treat classroom 
discussion of values as a learning tool and a way to expose students to different 
values and perspectives. Other teachers were more concerned to ensure 
‘neutrality’, to deflect controversial issues, and to emphasise respect for family 
values. This was especially the case where religious issues or political issues 
surfaced in classroom teaching. Where such values and beliefs did arise, 
teachers commonly expressed a preference for measured, logical and orderly 
discussion in the classroom that encouraged understanding of different and 
diverse opinions and values.
A common strategy of participating CCE teachers was to provide students with 
a variety of viewpoints when dealing with contentious issues. The viewpoints, 
attitudes and teaching methods of each participant during Stage One of the 
study provided valuable information and knowledge with which to guide the 
development and production of multimedia resources in Stage Three of the 
study. Building on the pedagogical methods identified by teachers in interview, 
it became possible to explore how knowledge might possibly be built using 
AEC in the classroom. Teachers’ generic use of lesson plans, student 
worksheets and classroom dialogue led to the creation of a set of learning guides 
and strategies using AEC that were adopted in classrooms with teachers during 
Stage Four. Teachers’ input into how civics and citizenship was taught prepared 
the researcher for the challenges of producing AEC and teaching with AEC in 
selected topics in civics and citizenship.
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Several categories emerged from the interview data gathered in Stage One that 
suggested common pedagogical approaches to CCE among different teachers in 
the case study. A more complete inquiry into teachers’ approaches was made 
possible in Stage Two of the study by conducting teacher observations in the 
classroom. The findings arising from classroom observations form the subject of 
the following chapter. Building on the data presented in this chapter, Chapter 
Six presents an analysis of the observational data derived from viewing 
participating teachers engaged in ‘real life’ teaching practice.
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Chapter Six
Classroom Teaching Practice in Civics and Citizenship
6.1 Introduction
Chapter Six focuses on the first research question of the study through a 
cross-case analysis of the data gathered on teachers’ approaches to student 
learning in civics and citizenship and teacher observations in class. It 
presents findings relevant to the second research question into how CCE 
teachers practically used technology in the classroom (p. 58). By comparing 
and analysing the views expressed by teachers in interview with observations 
gathered in classrooms, a more complete understanding was made possible 
of classroom teaching practice with students in secondary schools. Extended 
observation of teaching practice provided valuable data on how teachers 
approached CCE and how they adopted and used technology for civics and 
citizenship on a day-to-day basis. The observational data essentially 
informed the production and use of multimedia resources using AEC in 
Stages Three and Four of the research.
6.2 Teacher Observations in the Classroom
Consistent with the case study approach discussed in Chapter Three, eight 
participating teachers in five NSW secondary schools were observed in the 
course of teaching students. These observations occurred from November 
2002 to November 2005. Altogether, 42 classes were observed in 
participating schools during this extended period. Observations were 
recorded with participating teachers in 18 classes of History and 24 classes of 
Geography. The duration of classroom observations varied for each teacher 
and was subject to the individual permissions of teachers and timetabling 
considerations. All participating teachers were observed for a minimum of 
three classes, each of which was at least 40 minutes in length. One of the
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nine teachers originally participating in Stage One of the study was 
unavailable for classroom observations at the time of the researcher’s visit to 
School Three (in rural NSW). Only eight teachers were accordingly observed 
in Stage Two of the study using observational journals in real life classroom 
settings (Appendix 3). In addition informal observations were recorded on a 
regular basis about teaching practices outside the classroom, discussions with 
teachers in schools about their views on civics and citizenship, and the use of 
technology in class. During Stage Four of the study, 20 teachers were active 
participants in exploring the use of AEC with students. A total of 16 
participating teachers provided their responses in final interviews. 
Throughout the study, informal observations and discussion with each 
participant provided valuable insight into teaching practice.
A descriptive overview of teaching practices observed with the teachers who 
participated in Stages One and Two of the study is provided below. It 
presents the research findings in a narrative form to provide a deeper 
knowledge and awareness of the approaches adopted by CCE teachers, and 
the school contexts in which teachers were situated.
6.2.1 Camilla: School One (SI)
Camilla taught Geography in periods of 80 minutes in length. Adjoining the 
classroom was a computer room that enabled students to individually access 
computers for research tasks at any time during class. In the classroom 
Camilla also had access to a video monitor mounted on the ceiling, an 
overhead projector and computer equipment.
Camilla was well organised in her approach to teaching. She commenced her 
Year 8 Geography class by giving students materials in preparation for the 
next class. These materials included worksheets downloaded from the 
website of Human Rights In Australia, an article from the New 
Internationalist on the Nike Corporation and an article from The Australian
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on child slavery. This Year 8 class was made up of 26 students, all of whom 
had high-level English language skills and high to moderate literacy. Few 
students in this class were from a non-English speaking background.
Camilla used a map exercise to demonstrate citizenship around the world, 
working from articles provided earlier to students on global human rights 
violations. These articles covered topics such as human rights violations in 
Iraq, water preservation in India, environmental pollution in China, violence 
in Burindi and Aceh, labour conditions for farm workers in Brazil and union 
involvement in sustainable farming in California.
Students were given the task of identifying the place their article was written 
about by marking it on a large map projected on the wall. Camilla divided 
the class into small groups and allowed each group 10 minutes to summarise 
the content of their allocated article. Throughout this exercise Camilla 
provided ongoing assistance to groups of students.
This learning activity continued into the next class period of 40 minutes, 
when students moved to the computer room and went on-line to research the 
country they were studying. Camilla guided students in each group with 
Internet references, websites and language construction. Students returned to 
the classroom to present their summaries. Using class discussion, individual 
students nominated by each group identified the relevant geographical 
location on the map and presented a short discussion of the article their group 
has been working on. Students actively participated on task with minimal 
disruption.
At the conclusion of class Camilla drew students’ attention to the next 
lesson, which involved the production of a ‘newspaper shirt’ to illustrate the 
different rates of pay that existed in different geographical locations around 
the world. In this lesson students physically made a shirt using recycled 
newspapers, as part of a group activity. Groups drew and cut up portions of
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their shirt, identifying the name of the country and the hourly amount earned 
by a textile worker in the relevant country. The class then assembled the shirt 
and students were asked to talk about the different parts of the shirt they had 
constructed. This activity involved brainstorming in groups, with questions 
and answers in open class. Students were requested to write down answers 
on written worksheets provided. There was a vigorous class discussion about 
wage rates, working conditions and human rights with reference to specific 
countries and geographical areas.
In the next lesson a video on water and the planet was adopted to illustrate 
the concept of the ‘global commons’ and the geographical aspects of the 
water cycle. Written worksheets were given to students to complete, and the 
video was regularly paused to check answers and engage students in open 
class discussion. The class concluded with responses to two problem 
questions that the group has been asked to solve.
Throughout most classes Camilla made selected references to prescribed 
text. She also made use of visual images of famous people to promote 
student interest. Students were given a choice of people including Nelson 
Mandela, Bob Geldof, Mahatma Ghandi and Princess Diana, and asked to 
research their contribution to human rights. Camilla’s students actively 
participated in class and there was sustained engagement with the learning 
process.
6.2.2 Paul: School Two (S2)
Paul taught his class of Year 10 students of Geography in double periods of 
40 minutes each. The majority of the 24 students were from non-English 
speaking backgrounds. Students were asked to complete written worksheets 
on topography and map reading on Noarlunga, in South Australia. Paul 
individually supervised students as he moved around the class. Student 
disruptions occurred, but most students remained on task. Paul used question
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and answer in open class to review questions while students took notes. He 
talked with students about topics such as the protection of the marine 
environment, management of sewage treatment and the responsibilities of 
local council. Paul identified area references on maps and asked student to 
explain different contours and scale. He distributed textbooks to students and 
asks them to create their own questions using a map of the Margaret River. 
Students were then directed to discuss questions and answers with their 
neighbour. These answers were then shared in open class discussion. Paul 
regularly made use of photocopied text and distributed handouts to student 
with selected content.
On occasions Paul had to stop the class to maintain order. Prior experience 
with student behaviour in this class has caused him to maintain a vigilant 
approach to discipline. He purposefully approached teaching with a view to 
settling students and steadying their concentration. Several students from 
Asian, Pacific Islander and African countries, with less advanced English 
language skills, were noticeably less involved than others. Student 
involvement with learning tasks was moderate. Class time included roll calls 
and listening to school announcements on a public speaker system about the 
School Council and other school community activities.
Paul also taught Geography with a Year 9 class of 22 students in a double 
period of 80 minutes in length. In this class he presented overhead slides on 
Australia’s States and Territories and asks students to identify the borders of 
each and its capital city. Paul then asked students to write down what makes 
Australia unique by viewing a prepared overhead containing a list of 
questions. These questions raised topics such as the built environment, 
farming, agriculture, nomads, sacred sites and world heritage protection. Paul 
checked the students’ language and pronunciation of each term. A game was 
then set up where students timed each other on how quickly they could read 
the list. Students voluntarily choose if they wanted to challenge the teacher in 
a race against time. This activity enlivened student response. Winners were
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rewarded with small confectionery. This learning activity was followed by a 
spelling bee. Paul concluded the class by distributing photocopied 
worksheets for the next class on the topic on Aboriginal peoples and the 
environment. This involved students working in pairs to create a Dreamtime 
story that explained the origin of Uluru.
6.2.3 Sam: School Four (S4)
Sam taught his Year 10 Geography class in two combined periods, each of 
40 minutes in length. There were 14 students in the class. Few, if any, 
students were from a non-English speaking background. Sam began class by 
distributing textbooks to students for a review of the topic of tourism and the 
environment. He initially posed the following problem question for the class 
to solve: what can individuals, groups and governments do to manage and 
protect the environment?
Sam helped students to define the differences between tourism, holidays and 
travel through interactive class discussion. Using paired-learning, he 
encouraged students to write up the reasons people travel, types of travel and 
the effects of tourism on the environment. In open class discussion Sam 
focused on the question of whether tourism has a positive or negative effect 
on the community.
Students were given 10 minutes to prepare a list of answers with their 
partners while Sam moved around the class checking with each group. A few 
restless students intermittently disrupted the class. Using open class 
discussion, Sam wrote up answers on the blackboard in three columns. The 
class discussed the environmental effects of pollution, land development and 
overpopulation. Emphasis was given to case study examples within the local 
environment.
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Throughout class, Sam needed to spend time helping individual students to 
remain on task. Although there were several students who were actively 
interested and involved, others were only moderately engaged.
In another class of Year 10 students, Sam used a video entitled Mabo -  Life 
of an Island Man to teach the topic of Aboriginal peoples. Students were 
given a written worksheet of 25 questions, which they were required to 
answer from the video content presented. The video was regularly stopped at 
points to match the questions on the worksheet, while different answers were 
discussed in open class.
Students were asked to identify the geographical location of Mer (Murray 
Island), compare land ownership with nomadic life, explain the actions of 
Eddie Mabo, look at the role of the Queensland government, explain what 
the High Court decided on native title and how the Mabo family moved 
Eddie Mabo’s body back to his homeland following the desecration of his 
original grave site. Students were actively engaged in vigorous dialogue on 
the questions raised by the video content and the topic of human rights.
In common with most other participating teachers, Sam was also required to 
teach civics and citizenship in the subject of History. In teaching medieval 
history and the crusades to a Year 8 class of 18 students, he tried to engage 
them with problem solving in ways in which students could identify. To help 
define ‘a crusade’ he asks his students to explain, for example, what it meant 
when a politician is ‘going on a crusade against drugs’. He used question and 
answer in open class discussion and then distributed a photocopied text on 
the crusades. He asked students to discuss the three main groups that made 
up the hierarchical social organisation of the feudal system: kings, nobles 
and peasants.
Sam then set an empathy task by asking students to view the history of the 
crusades from the eyes of children, the king and the children’s parents. He
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read selected parts of the handout to the class and raises two problem 
questions: Why did they go? Why did they fail? Students completed this 
exercise in pairs as Sam moves around the class to assist each group. Sam 
next asked students to play the role of interviewer and to imagine all the 
different stories that would be gathered at the Children’s Crusade of 1212. 
Sam asked students to explain in open class how the children, the king, 
nobles and their parents would think and come to different viewpoints. Sam 
wrote up student answers by filling in a matrix on the board, which listed the 
different responses of children, parents, kings and nobles matched against 
the two problem questions originally posed. This class was very interactive 
and there was high to medium engagement with the learning task.
6.2.4 Athena: School Two (S2)
Athena taught history to Year 10 students, most of who were from a non- 
English speaking background. In a class of 20 students, Athena taught the 
topics of Australian citizenship, Aboriginal Australians and the process of 
reconciliation. She started with ‘question and answer’ on why students were 
studying these areas, and current issues about Aborigines in the news. This 
led students to discuss discrimination, the right to vote, terra nullius, human 
rights freedoms and protections, cultural beliefs, treaties, land rights and the 
process of reconciliation. Athena facilitated learning by writing key concepts 
on the board. Students were then required to write up a mind map on 
Aborigines and citizenship in their exercise books.
Athena distributed a written worksheet for students to complete in class 
involving a comprehension task on the role of Sir Paul Hasluck, a former 
Commonwealth Minister of Territories in 1951. The two following problem 
questions were posed: Why was assimilation seen as racist policy? What 
effect did assimilation policy have on Aboriginal peoples? Students wrote up 
notes and answers on their worksheets during class discussion. The 
worksheet also asked students to imagine they are Albert Namatjira and to
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role-play the task of writing a letter to a newspaper criticising the treatment 
of Aborigines.
To conclude the class, Athena used a PowerPoint slide presentation featuring 
the Australian Aboriginal athlete Kathy Freeman at the Commonwealth 
games. The students are asked to identify where the picture was taken and 
why it was a controversial event. In open class students discussed the act of 
flying the Australian and the Aboriginal flag at the same time. Athena 
concluded by reinforcing the possibilities of being free and proud, despite 
experiencing discrimination along the way. Students engaged this class 
enthusiastically. There is minimal disruption.
In a second class of 18 students, Athena taught the same topic. The teaching 
methods varied, however, in response to the high number of students from 
non-English speaking backgrounds, with language difficulties and low 
literacy skills. The class began with a speaking activity and assessment 
where two students who have interviewed a family member presented a short 
speech on the migration experience. The first student described her mother’s 
arrival in 1977 from Lebanon where living standards had been poor due to 
war and her experiences since arriving in Australia. The second student, from 
Liberia, describes her family’s experience of coming to Australia after her 
father was killed and tells of the difficulties of learning to speak a series of 
new languages -  Arabic, French and now English. Teacher and students were 
highly attentive. This lesson provided a graphic example of the powerful 
impact of teaching practices that were generated without the use of 
technology by teachers in schools where access to such technology was 
limited. Indeed the adoption of technology in this instance could have 
resulted in inhibiting student involvement in the assessment task.
After the student speeches were finished, Athena distributed a worksheet on 
post-war Australia to the 1970s. This involved a comprehension and 
language puzzle task. An explanation is given on what assimilation was and
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how it was applied to both migrants and Aboriginal peoples. From the word 
maze on worksheets, students picked out words such as immigration, 
heritage, deportation, Asians, society, xenophobia, cultural and Chifley. The 
emphasis was on language acquisition and building literacy skills. In open 
class, Athena drew a mind map of Aborigines and migrants on the 
blackboard using contributions drawn from students in discussion. More 
questions and answers are discussed in the class to build on basic 
comprehension and spelling skills. Students are engaged and attentive in this 
class, although several struggle with English language skills.
In another class of 22 students in Year 10, lasting 40 minutes, Athena taught 
the role of women prior to women’s liberation. For this topic each student 
received a photocopied chapter from a textbook and students took turns in 
reading content from the book aloud in class. There was question and answer 
and class discussion throughout while Athena focused on particular events 
and reading skills.
In discussion, Athena used sit-coms and movies that her students could relate 
to, such as Pleasantville, to illustrate the period of the 1950s. Students 
reviewed advertisements from the 1950s that were contained in their 
handout, which prompted active dialogue. As students read out the text 
provided in class, Athena stopped from time to time to explain the meaning 
of words such as ‘patriarchy’ and ‘matriarchy’. Students talked about the 
article in the context of a 1951 copy of the Australian Women’s Weekly. 
Most students were highly engaged in this lesson, although the class was 
disrupted by some students coming in late, and others drifting off task 
occasionally.
6.2.5 Andrea: School Five (S5)
Andrea taught History to a class of Year 10 students, mostly from a non- 
English speaking background. There was a high level of absenteeism in this
207
class, which was taught over one 40-minute period. The eight students in the 
class had low level language and literacy skills. During roll call one student 
was required to leave to attend the Principal’s office for misconduct. 
Behaviour management was an ongoing issue for Andrea when teaching this 
group.
Andrea began the topic of reconciliation and Australian identity by engaging 
students in questions and answers in open class discussion. Students were 
encouraged to enter dialogue about their personal ethnic backgrounds and 
cultural identity. Identity was discussed in terms of language, personality, 
dress, lifestyle, physical appearance and culture.
The idea of Aboriginal identity was introduced through more questions and 
answers in open class. Andrea placed emphasis on the need for self-respect 
and the need for everyone to understand their own identity. The class 
discussed the Stolen Generation and Andrea read to students an anecdotal 
narrative of a member of the Stolen Generation of indigenous Australians. 
Students were then given an empathy task. They were asked to imagine what 
it must have felt like to be taken away from family as a five-year-old child, 
to be employed as a maid on a pastoral station and to have been given a 
different name. The class discussed why it was that Aboriginal peoples were 
treated in the way they were. Andrea then read out a poem from Kath Walker 
and asked students to identify her Aboriginal name and to discuss the main 
ideas of her poem.
Working with photocopied text, Andrea then asked a student to read to the 
class a story about the Australian sporting legend of 1958, Russel Ward. The 
class looked at a Michael Leunig cartoon about a typical ‘Aussie’ and 
students enjoyed the humour attached to exploring the concept of Australian 
identity.
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Group discussion took place about the way in which Aboriginal culture and 
religion were historically ignored. Students were asked to think what it 
would be like if they lost their ‘dreaming’, their Bible or holy book and how 
that might affect their identity. Andrea concluded the class by explaining to 
students the importance of understanding and accepting all groups in the 
society with mutual respect. Although this class was small, it was hard to 
manage due to disruptive student behaviours. Most of the students in this 
group had difficulty maintaining attention during class.
In another Year 10 History class of 13 students of mixed ability, Andrea 
taught Federation over two periods of 40 minutes. This class was unsettled 
and noisy. Andrea began by feeding back to students the results of a trial 
exam assessment, which were disappointing. Andrea expressed concern 
about the lack of progress and the need to work harder. Discussion about a 
School Certificate assessment task was interrupted by a staff request that 
Andrea supervise another group of students next period.
Andrea moved on to open class discussion using question and answer on 
what it meant to be a citizen, how to vote, the differences between the State 
and Federal systems, the court system and the role of the Queen and the 
Governor-General. Students asked why they couldn’t go on an excursion to 
see how government works. Andrea explained that people needed to pay for 
this, and that last time a group went to on excursion less than half the group 
paid.
Andrea returned to the topic of assessment. She discussed techniques to 
approach multiple-choice questions and the importance of thinking carefully 
about the choices offered. Students are asked to describe how this is different 
from a response question. Andrea emphasised the need to write down key 
concepts that are relevant. Andrea dedicated time to talk about the need to 
listen, and to write short sentences that were to the point and that 
communicated information.
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The class then worked on a brainstorming activity where a mind map of 
Federation was put on the board. A student disrupted this task with an 
outburst of swearing, and is told he will be reported. In open class there are 
further question and answer activities on the Australian colonies prior to 
1901, Edmund Barton, Henry Parkes, Queen Victoria and Australian bush 
men. Question and answer dialogue continued on Aborigines and the right to 
vote, assimilation, the White Australia policy, kanakas, racism, culture and 
immigration. Through this discussion the class identified and listed the racial 
groups that were excluded from Federation in 1901, using a mind map on the 
blackboard.
Andrea then asked students to open their exercise books and write a story 
about Federation using the different ideas and concepts expressed in the 
mind map on the board. The remaining class time was spent guiding students 
with language construction, spelling and writing skills.
Andrea also taught a Year 10 class of Geography to 12 students of mixed 
ability and language skills. Students in this class come from widely diverse 
backgrounds and countries including Tonga, China, Somalia, Lebanon, 
Turkey and other Middle Eastern countries. There is high absenteeism 
among this group of students. On the topic of human rights, Andrea 
distributed a photocopied sheet of various images of Asian culture and 
history. Students ‘brainstormed’ what comes to their minds about Asia when 
they look at each image. One student was especially disruptive and was 
isolated to sit near the door. His misbehaviour worsened and he was asked to 
leave class.
Discussion on reconciliation took place and Andrea explained the concept of 
terra nullius and what happened in the 1967 referendum. Students were 
asked to respond to the idea of reconciliation by writing down their thoughts 
on ways of coming together with Aboriginal peoples.
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Exam papers were returned in the second half of the class, and Andrea 
reviewed the results and answers to questions with students. Andrea turned 
back to discussion of the images of Asian culture and the worksheets 
distributed. The class looked at irrigation methods, religion, kings, ruling 
kingdoms, battles and wars, trade and co-operation. Students wrote down 
what happened in each picture. Students were instructed to complete this 
exercise for homework, colour in the worksheets and paste them in their 
exercise books. This class was frequently interrupted by disruptive 
behaviour, which made it difficult for more attentive students to engage 
tasks.
6.2.6 Mat: School Three (S3)
Mat taught Year 8 students in History. One class of 26 students was taught 
over two combined periods of 40 minutes each. Few of these students came 
from a non-English speaking background.
Mat used textbooks and questions and answers in open class to engage 
students on the topic of life in the 1920s and 1930s. Mat wrote the names of 
topical people of the era on a blackboard, including Donald Bradman, 
Margaret Preston and the Reverend John Flynn. Students were asked to 
explain each person’s contribution. Several problem questions were posed in 
open class. Who suffered in the depression? How did people survive? What 
gave people hope? Students were instructed to open workbooks and revise 
the topic of the Depression by writing down answers to these problem 
questions. After some time was given to complete this task, the class 
discussed the significance of Pharlap and Donald Bradman. Students 
discussed the Depression and became absorbed by a story about railway 
police whose job it was to stop people ‘jumping the rattle’. There was 
emphasis throughout this lesson on the need for students to empathise ‘as if
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they were there’. Students were asked to role-play the experience of an 
unemployed worker of the times.
Mat provided students with specific instruction on how to approach an 
extended response problem on the Depression, and showed the class specific 
examples of how to construct such a response. Three main rules were set out 
on the blackboard to guide students as they wrote up answers to the questions 
raised. Mat moved around the class individually, supervising and correcting 
student’s work. The students in this class remained on task and engaged. 
There was minimal disruption.
In another class of 18 students, Mat taught the Battle of Hastings in a 
computer lab set up with a retractable whiteboard. On the whiteboard was a 
list of problem questions to research and record. Where did the battle take 
place? Who was involved? Was there a winner? What tactics and weapons 
were used on both sides? Students were instructed to each find a computer 
and research the questions. They visit different websites guided by Internet 
references, which Mat provides. Mat moved around the room to supervise 
the research. Students printed off relevant pages to enable them to answer the 
questions posed. Group discussion took place using the content downloaded 
from the web.
The next class of 15 students began with a question and answer session on 
what students know about the Battle of Hastings. The main historical figures, 
the hierarchy of power and the struggle that took place were discussed within 
the group. Mat showed students a documentary video on the Battle of 
Hastings, which presented a dramatised re-enactment of historical times. Mat 
regularly stopped and started the video to explain certain events and to pose 
questions in interactive class discussion. The program had vivid special 
effects, high-quality images and violent battle scenes. At times this evoked 
animated responses from students. Following the presentation of the video, 
students worked in small groups, preparing answers to questions drawn from
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a textbook. The class concluded with a group discussion on the strategies and 
tactics used in battle.
Students were absorbed in watching the video and actively engaged in 
discussion and written tasks in class during and on completion.
6.2.7 Kavis ha: School Five (S5)
Kavisha taught a Year 10 Geography class with 22 students who mostly 
came from a non-English speaking background. In teaching civics and 
citizenship and human rights she used a simulation game called ‘Repression’ 
over a double period of two 40-minute classes. The aim of this game was to 
remain faithful to your belief system and survive. Students were given cards, 
a sheet of questions and a list of options to choose from. They were then 
asked to respond to the following seven different situations:
• Your country is experiencing unemployment, inflation and a widening 
wage gap.
• There is growing dissatisfaction because there is no food and the 
government has called in the military to keep law and order.
• The ruling party has returned with a majority snap election and the voters 
have been scared into voting for them.
• Appointments to the judiciary are becoming political. When a High Court 
judge speaks out a law is passed to replace judges every two years.
• The government thinks the unions are encouraging strikes and moves to 
ban them. You have always been a union member.
• The government decides that churches must be approved and registered 
so it can select church leaders. Your church becomes an illegal operation.
• A church leader is very critical of the government and is shot dead. A 
trade unionist and an academic speaking in protest are also shot dead.
• You are a social studies teacher who has to teach from government- 
issued texts of propaganda.
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• The government sets up a paramilitary organisation which youths from 
11 to 16 years of age must join. The police come and take your son.
Students picked an option from the sheet distributed. Kavisha read out the 
results and students either lost or kept a card. Once they lost all their cards 
students were ‘out.’ The winner was the person with the most cards left. In 
the course of this lesson Kavisha discussed with her students the values of 
courage, idealism and integrity as well as issues of fundamental human rights 
protection. Discussion took place on systems of government, elections, the 
way in which courts work, the role of the military and the police, union 
action, protest and the role of the church. The activity engaged students in 
discussing the dynamic nature of civics and democratic processes. Students 
enthusiastically participated in this learning task.
Kavisha also taught two Year 8 Geography classes with students of mixed 
ability. In the first class of 24 students she taught global citizenship by first 
recalling some of the attributes of good citizenship: respect, getting involved, 
teamwork, sharing, volunteering, listening and learning. Using questions and 
answers in open class, students were asked to define the global village and 
discuss what being a global citizen means. Kavisha also made use of large, 
colourful photos from which students were asked to identify the different 
citizens of the world. As most of her students came from non-English 
speaking backgrounds, she frequently drew on the migrant experience.
Kavisha distributed a written worksheet on global citizenship that required 
students to write answers to questions on the human and physical 
environment, the global community, communications systems and 
international trade. Students were given eight minutes to complete the task 
while she moved around the class supervising the work of individual 
students. The worksheet was also projected as an overhead slide on a 
whiteboard. Kavisha guided the class through answers in open class as they 
were written up on the whiteboard.
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The second part of the class focused on making a global citizenship pledge 
with reference to rights and responsibilities. Kavisha referred to the different 
migrant experiences in the group to promote discussion in class. Students 
were asked to make up their own global citizenship pledge from a worksheet 
distributed. There was open class discussion on what this should contain. 
Students in this class were motivated and highly engaged.
Kavisha taught the same content in another Year 8 Geography class with a 
mixed ability class of 12 students. This was a group with low literacy skills 
and contained some students with behavioural difficulties and high levels of 
truancy. Teaching time was regularly interrupted by the need to manage 
disruptive students, including one student with a history of behavioural 
violence. Through questions and answers in open class, Kavisha was, 
however, able to engage class discussion. She placed emphasis on getting 
students to create their own global citizenship pledge with reference to rights 
and responsibilities, as well as values such as respect, loyalty, honesty, 
kindness and world peace.
Kavisha relied strongly on the students’ and/or their families’ migrant 
experiences to encourage students to respond to the subject content. In this 
class Kavisha spent time closely supervising the students’ written work, with 
emphasis on improving language and literacy skills.
Kavisha also taught History. In one class of 20 students she used a jigsaw of 
a large photo as a way of exploring fundamental human rights. She placed a 
quarter of a photo under an overhead projector and asked students to identify 
whether it is a primary source and whether they could identify the historical 
period in which it was taken. Students discussed this in open class using 
clues from the section of the image provided. As a class group they identified 
the period as being in the 1930s, and the social class and race of the people in 
the photo. Students were asked to imagine what the group gathered in the
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photo is looking at. This is revealed when the second quarter of the photo is 
matched with the first. This shows a black body burning, lynched in a tree. A 
vigorous class discussion then followed on the topic of racism and how it 
comes about. The third quarter of the photo is then displayed, showing the 
lynchers posing for the camera, while the fourth quarter presents two more 
lynchings. This lesson has a strong impact on students and stimulates 
animated responses. Within this narrative context class dialogue ensued on 
the nature of society in the 1930s and the attitudes of the time. Kavisha 
concluded the class by reinforcing the values of tolerance, trust, respect, 
equality and non-discrimination. Students were absorbed, involved and 
attentive.
6.2.8 Dave: School Four (S4)
Dave taught History to a class of 22 students in two combined 40-minute 
periods. Few students in this class came from a non-English speaking 
background. On the topic of the White Australia policy, Dave distributed a 
written worksheet taken from a textbook that contained cartoon images and 
primary sources. In open class a question and answer session took place, 
with reference to the concepts of racism, propaganda and bias. Dave asked 
students to read a source on tin Mosques and Ghan towns in South Australia 
out loud in class. Students discussed what a mosque is and what a ‘Ghan 
town’ was in the 1860s. The class engaged critical discussion on why records 
were kept of the number of camels, but not of the number of Afghan camel 
drivers. Dave also discussed with the class the moral aspects of not including 
Aborigines as people in the 1901 census. The political opposition and 
protests of this time were talked about with reference to the cartoons on the 
worksheet. Dave asked students to read from a 1913 advertisement for the 
Royal Hospital for Women. He checked the students’ vocabulary and 
comprehension of words such as ‘humanitarian’.
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Dave allocated students five minutes to complete six short questions from 
worksheets in their exercise books, allowing only one word per answer. Dave 
marked the roll and then reviewed the answers with students in open class 
discussion. He used a set of headings printed on the worksheet to guide 
students on ways to use and analyse evidence. Dave spent time helping 
students with vocabulary and grammar to extend their written responses. 
Students discussed cartoons from the 1880s published in Boomerang (on ‘the 
Chinese peril’), and in The Bulletin (on immigration restrictions). As part of 
an empathy task they read a source called ‘Step into Their Shoes’. Dave gave 
students the choice of working either individually or in groups to make 
placards which protested against the White Australia policy. Students used 
cartoons and created slogans on their placards, which were gathered and 
displayed in open class. The class discussed the comments on each placard 
and the different slogans presented. Students were actively engaged and 
attentive in this class.
In another class of Year 9 students, Dave taught Geography in two combined 
forty-minute periods. On the topic of Desert Vegetation the class of 28 
students began with questions and answers in open class. Dave asked a 
student to read out a dictation exercise given for homework. Time was spent 
checking vocabulary and the meaning of such terms as ‘xerophytic’, 
‘spinifex’ and ‘evaporation’. Using an overhead slide on the water storage 
and root systems of plants, Dave engaged students in question and answer. 
An image of the Saguaro Cactus was displayed and Dave instructed students 
to write down the features of a succulent plant in their exercise books. Dave 
marked the roll while students completed their assigned task. ‘Well done’ 
stickers were distributed to selected students as part of a merit system that 
worked across the school which points-scored achievement and issued merit 
certificates accordingly. Dave then moved to present a video program on 
survival in the outback using different forms of vegetation in the desert 
landscape. Attempts to set up the video were delayed, but finally succeeded 
and Part I of the video was played. At the end of Part I, Dave engaged in a
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question and answer session on how much water it took to survive each day 
and how to collect water by condensation. The value of water was discussed 
and Dave explained to students how saving water was a form of citizenship. 
Part II of the video was then played: this looked at igniting a fire with a 
magnifying glass, Aboriginal hunting methods and how a goanna was 
cooked over coals. The class responded enthusiastically to this part of the 
program. Some students created minor disruptions throughout this class, but 
students were mostly attentive and on task.
The observational data from which the above descriptions were drawn were 
analysed and sorted into several categories as a way to compare the different 
learning contexts, approaches and styles of participating teachers. These 
categories are represented in Table 3.
63 Analysis of Teaching Approaches and Methods
Table 3 provides a categorisation of the methods and approaches identified 
from classroom observations of History teachers and Geography teachers. It 
presents the findings that emerged from teacher observations in the field 
during Stage Two of the study. It offers an analytical framework by which to 
compare the expressed approaches of participating teachers to CCE, and to 
reflect upon the different teaching methods adopted in classrooms.
Following constant comparative analysis, several typologies emerged from 
the data of the different pedagogical approaches adopted by teachers. These 
approaches were broadly categorised as having the following orientations: 
empathetic\ rights and responsibilities based; values based; community 
based; and critically inquiring. These groupings were not definitive, however 
and most teachers drew from each of these approaches in the course of 
classroom teaching practice, to some extent.
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Teachers who favoured an empathetic approach to teaching tended to place 
emphasis on students’ personal background and experience, in keeping with 
what might be described as the personal development approach (Martorella, 
Beal and Bolick, 2005). Teacher observations of this group showed a strong 
appreciation of the role of ‘emotional knowledge’ as a component of 
teacher’s pedagogical content knowledge (PCK) (Zembyias 2008). Teachers 
within this group included Andrea, Kavisha and Athena. For these teachers a 
holistic approach to individual students and their social and emotional 
development was a key aspect of teaching practice. The achievement of 
practical lifelong social skills was afforded priority over academic excellence 
by this group. Empathy and understanding of students’ migrant background 
and experience was characteristically given prominence by the teachers who 
favoured this approach.
All teachers in the study assumed a rights and responsibilities approach to 
some extent. This approach focused student learning on fundamental rights 
and freedoms as citizens, as well as the obligations and duties owed as 
responsible citizens. It accordingly placed emphasis on civil rights, such as 
the right to vote, free speech and the right to protest in the context of learning 
about constitutional systems and how they work. Most teachers placed strong 
emphasis on the need for students to understand the nature of civic 
responsibility as well as civil rights, with a consistent emphasis on the duty 
to vote and to contribute to society.
Another approach common to all teachers related to building knowledge and 
understanding of civic values. All teachers were ‘values sensitive’ but tended 
to approach this aspect of CCE in divergent ways. For Dave, there was an 
essential moral and ethical component to ‘teaching’ values, which formed an 
underlying focus for classroom practice. Other teachers, such as Camilla, 
were expressly cautious about adopting proactive approaches to values in 
civics and citizenship. Most teachers were located on a continuum 
somewhere between the two poles of adopting a robust and enthusiastic
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approach to values in class, and a minimalist and more reserved approach to 
values-based learning.
At least two teachers in the study placed clear emphasis on the need for a 
critically inquiring approach to CCE. This approach was adopted by Camilla 
and Sam, whose teaching practice highlighted the need for a comprehensive 
knowledge base that could enable students to develop student’s individual 
capacity for critical discourse and inquiry into the complexities of civil 
society. For Camilla, this approach was primarily driven by a focus on 
academic excellence. Michael and Mat, in common with Camilla, also 
favoured a critically inquiring approach as a means of developing students’ 
academic capacity and conviction to engage civic leadership in the wider 
community.
All teachers participating in the study identified the need to engage civics 
and citizenship beyond the classroom. As members of their school 
communities they actively participated with students in voluntary charitable 
activities of benefit to the wider community. Teachers placed emphasis on 
participating in group voluntary associations as a valuable component of 
civic engagement. In adopting such a community based approach to CCE, 
teachers regularly encouraged students to interact with community groups 
and non-government associations. Such community involvement was seen as 
a primary vehicle to develop students’ knowledge and skills to participate in 
democratic ways through relationships of trust and reciprocity (Putnam, 
2000; Toqueville, 1969). As Milner suggests:
If associational participation does indeed build trust, this suggests that
the process is one of acquiring the knowledge required for the
generalised reciprocity underlying civic engagement (Milner, 2002, p.
39).
Participating teachers in their conceptualisation of CCE in schools reflected 
the above viewpoint. Teachers were motivated to generate knowledge among
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their students of how to experience the benefits of active civic involvement 
and community leadership.
To a large degree the conceptual approaches and methods articulated by 
teachers in interviews correlated with those observed in the classroom. This 
may have reflected the inherent biases that emerge when teaching practices 
are observed (Kellehar, 1993). In his study the extent to which civics was 
embedded in the subjects of History and Geography during class 
observations was necessarily influenced by the stated research focus. The 
tendency of teachers to present ‘best teaching practice’ under observation 
had to be considered. Extended observations in classrooms provided 
nonetheless a deep and unique insight into how teachers approached CCE in 
practice, and how technology was adopted in specific teaching contexts. 
Constructivist approaches and perspectives played an observable role in the 
teaching practices encountered in classrooms. Lesson plans, student 
worksheets and dialogic discussion were pedagogical practices commonly 
observed in the teaching with all participants.
Teacher interviews and observations in Stages One and Two provided 
formative data for Stages Three and Four of the study. These data facilitated 
the researcher’s role as a co-teacher during Stage Four of the study. 
Participating teacher’s knowledge of content and students (KCS) and 
teacher’s knowledge of content and teaching (KCT) guided the researcher in 
the later development and use of AEC in the classroom (Ball, et. al., 2008).
As discussed in Chapter Two, teacher subject matter knowledge (SMK) can 
be conceived as comprising both common content knowledge (CCK) and 
specialised content knowledge (SCK) (Ball, et. al., 2008). SCK refers to the 
subject knowledge and skills unique to teaching a particular subject which is 
not typically known to others. In these study findings from Stages One and 
Two identified teachers’ perceived strengths and weaknesses in specialised 
areas of knowledge in civics and citizenship. These findings suggested that
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common weaknesses existed in specialised content knowledge in civics and 
citizenship, most commonly in areas such as global citizenship, the reserve 
powers, an Australian republic, and global governance.
6.4 Analysis of Teachers and Technology in the Classroom
The findings that emerged from the data gathered on teacher’s stated 
approaches to multimedia learning in the classroom, and classroom 
observations of teaching practice are set out in Table 4. This Table includes 
findings from recorded observations of the availability of technology for 
teaching in the different schools in which participating teachers were located. 
Table 4 provides a framework to further analyse and compare the availability 
of technology in different schools. Each participating teacher’s approach to 
the use of technology is categorised on a teacher-by-teacher basis.
All teachers attempted to incorporate different forms of media when teaching 
civics and citizenship in the classroom, within the constraints and 
opportunities afforded by their specific teaching contexts. While approaches 
to the use of multimedia varied between participating teachers, all expressed 
a commitment to go beyond printed text to include non-text or multi-sensory 
media, where appropriate. In teaching civics and citizenship, each 
supplemented textbooks with other forms of media, including broadcast 
television, video, CD-ROM and the Internet. Subject to the availability of 
technology, all participating teachers instigated student research and other 
learning activities using the Internet. Most teachers were familiar with, and 
some occasionally used, the multimedia resource Discovering Democracy for 
classroom teaching. All teachers relied on access to the Internet in 
preparation of class to update and stimulate student knowledge of subject 
content. Each used the Internet on a regular basis to support teacher 
professional development in CCE.
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There was a clear division between teachers in non-government schools who 
were afforded reliable access to high-quality equipment, facilities, networks 
and technical support, and teachers in government schools with limited 
access to such resources. In particular, the experiences of teachers in SI and 
S3 presented a clear contrast with those teachers in S2 , 4 and 5, where access 
to technology was comparatively restricted. For example, Mat, a teacher in 
S3, described the abundance of resources and facilities that were available in 
his school as follows:
Most of the staff have got laptops, and there is at least one multimedia 
projector in each block and at least three others available to borrow by 
the staff. We have two full classrooms for computers. So, that is 26 
computers in those two rooms and we have two other rooms with 
between 15 and 20 computers. Then two other rooms with between 10 
and 15 computers... We are all networked which is way out there. The 
school also has its own Technology Committee.
In contrast, Kavisha’s experiences in S5 were shaped by a school context in 
which facilities, networks and equipment were limited:
... virtually nonexistent. It means you are running around. You have to 
go through red tape to book a video or a DVD player. You basically have 
to jump through hoops. Then it takes you half an hour to set the thing up 
in the classroom. When you do set it up, it doesn’t always work, which is 
extremely annoying. That means you are losing sometimes up to 50% of 
your teaching time just fiddling around with bits and pieces... By the 
time you get it all set up the kids are unsettled again. It’s frustrating, so 
you tend not to use it.
Other teachers in government schools experienced similar barriers and 
hurdles when trying to use technology in classroom teaching practice. 
Broken computers, high ratios of students to computers, and absent 
telecommunications networks presented common problems. Dave’s 
experience at S4 sets the context.:
We have got one laptop and one data projector. We have got two videos 
for this whole block, which is about 12 classrooms. It makes it quite 
difficult at times... Cabling and networking is still being done as far as I 
know, step by step...
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Teachers in government schools faced recurrent problems when it came to 
computer accessories and basic electronic hardware. As Athena, a teacher in 
S6 explained:
There are not enough bits like double adaptors and the remote on the 
DVD doesn't work. We only have one LCD projector in the school.
Athena experienced the same frustrations as other teachers when it came to 
using computer-based technology in classroom practice:
1 have done the work already. I have full units of work on Egypt, for 
example, with crosswords and interaction with the Internet. But can you 
book a computer room to put them in? No. If you do, half of them are not 
working and it’s just like ‘forget it’... It is a little bit hard sometimes 
when I have booked something and someone has taken it the day before
and hasn’t returned it. It can stuff your whole lesson up...... If we had
more facilities I would use multimedia more.
Dave’s concerns and frustrations in S4 were voiced in a similar way:
I could rave here... We have written Year 9 and 10 programs completely 
around ICT and there is no way of getting to the computers... for my five 
Geography classes in this School we will eventually have only one 
computer room. Which means that four classes can’t use the programs 
supplied... It is difficult to get equipment in the school at the moment. 
There is one data projector in the school at the moment.
Teachers’ attitudes showed restraint when deciding if, or how to adopt 
technology in teaching practice, even where access to technology was 
unrestricted. Paul in S2, for example, expressed a degree of critical 
scepticism in the following way:
Quite often I think we use too much of the computers, videos and DVDs. 
It makes it easy for kids, and when you make things easy for the students 
they don’t go out there and actively try to find things themselves... I 
think multimedia is overused.
While all teachers were discerning about the use of technology, most were 
motivated to increase its use in ways that could support student learning. 
Problems such as the lack of computers, DVD systems, overhead projectors, 
software, communications networks, cabling, and inadequate technical
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support were an overriding theme, however, for teachers in government 
schools at the time of research.
The wide differences that existed between teachers in government and non­
government schools in terms of available equipment, facilities, networks and 
technical support revealed in 2002-2005 the presence of a ‘digital divide’ in 
terms of physical access to technology in schools. The findings indicate that 
this divide shaped teachers’ choices about the methods and approaches they 
adopted in classroom teaching practice. Teacher’s knowledge of, and use of 
technologies correspondingly varied according to the school in which 
teachers were located. Teachers in SI and S3, for example, demonstrated a 
confident, experienced and assured approach to the use of technology in the 
classroom. Their greater inclination to use technology was reliant on 
knowledge and know-how of the uses of technology acquired in daily 
teaching practice. Such know-how appeared to have been derived from 
regular experience with reliable technology, equipment and technical support 
over time, in teaching venues capable of facilitating learning with technology 
in the classroom.
In analysing these findings it is pertinent to revisit the conceptualisation of 
pedagogical content knowledge (PCK) discussed in Chapter Two which 
conceives PCK as a combination of knowledge of students and content 
(KSC) and knowledge of content and teaching (KCT) (Ball, et. al., 2008). 
The expanded opportunities that existed for teachers in non-government 
schools appeared to influence their capacity to build knowledge of content 
and teaching (KCT) with technology. Given contemporary students’ 
predilection for technology such limited opportunities raised the potential for 
diminishing knowledge of students and content (KSC) if access to 
technology for classroom learning is restricted. Limited and unequal access 
to technology in schools holds implications for the development of teachers’ 
pedagogical content knowledge (PCK) in CCE.
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The benefits derived from sustained practice with a wide choice of functional 
technology appeared to enhance the PCK of teachers in SI and S3. Where 
access to technology was restricted, teachers were generally less positive and 
discursive on the ways that they combined teaching practice and technology 
in the class. Among teachers in S2, S4 and S5 discussion could tend to 
gravitate more on technology that wasn’t available, rather than discussion of 
its innovative use. The ‘digital divide’ observed with respect to physical 
access to technology, facilities, networks and services suggests the potential 
for a ‘digital divide’ to be reflected in teachers’ pedagogical practices.
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6.5 Contemporary Change and Civics and Citizenship
By necessity, school principals and teachers of civics and citizenship must 
respond to complex and controversial issues and events that arise in the society 
and school community of which they are a part. During the course of this study 
the most vivid example of this phenomenon occurred with Australia’s 
involvement in the Iraq War. On 20 March 2003, the day the Iraq War 
commenced, observations were taking place at S2, a school in a south-western 
suburb of Sydney. Observations and discussions with teachers in S2 on that day, 
and in other participating schools shortly after, revealed this time as being 
unusually challenging for CCE teachers in all schools.
In this case study the start of the Iraq war resulted in situations where teachers 
frequently encountered spontaneous, contentious and emotional class discussion 
with students on the reasons for war, the nature of war in society and the 
implications of war. All teachers were immediately forced to develop strategies 
to guide students’ in resolving such problematic questions in often highly 
charged atmospheres. The event sparked student protests, threatened walk-outs, 
sit-ins and debate in many Sydney metropolitan secondary schools with direct 
implications for civics and citizenship in the classroom.
In the case of S2, the commencement of the war on 20 March 2003 caused a 
noteworthy reaction among the student body. Following the formal 
announcement of the invasion shortly after midday, students were distressed and 
started to leave the school. Some did so in response to mobile phone calls and 
text messages from their families requesting them to do so. Several students 
attending S2 had close family, relatives and friends who were physically at risk 
in Iraq. Many students expressed the anxiety and fear they felt of the dangers 
facing those under attack of war.
228
The response of the school principal of S2 was to immediately call a special 
school meeting of all students and staff on the large open area of asphalt 
playground used for school assemblies. Students were urged to remain calm and 
within school grounds. While it was acknowledged that the events were 
traumatic, it was emphasised that running away from the school at this time 
would not solve the problems for the people of Iraq. Although it was conceded 
that students had a democratic right to protest their views, it was stressed that 
this should occur outside of school hours. It was suggested that the best 
approach was to be aware of and sympathetic to all those who were suffering. 
Rather than taking sides, students were encouraged to reflect in class about the 
events, and were given the opportunity to use the next class period to discuss 
their concerns about the war with teachers and fellow students. Emphasis was 
placed on the need to support one another, protect student safety and work 
calmly together for peace. Some days later, the Student Representative Council 
held a special assembly where several minutes of silence were observed for the 
people in each country affected by the conflict.
Similarly in other schools, the commencement of the war created volatile 
circumstances that required an immediate response from the principals and 
teachers to ensure students remained safely in school grounds and that students 
were given some way to express their views. In the case of SI, for example, 
while the head of school formally instructed students to remain in school 
grounds, protest activities within the school precincts were permitted. 
Consequently the Student Representative Council at SI arranged a sit-in vigil, 
posters were displayed and discussions in an Environment and Social Human 
Rights Group took place to air debate surrounding the war.
In S5, a school with a high population of students from Middle Eastern 
backgrounds, strategies for managing anger and conflict in the classroom were 
developed in consultation with the school counsellor. It was determined that
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staff should try to remain conscious and alert, be as neutral and impartial as 
possible and avoid any unintentional incitement of emotions. Teachers at S5 
reported that their students were quietly introverted during the day the war 
began. It was implicitly understood that to engage debate ‘might cause trouble’ 
or ‘make waves’, and that religious leaders had requested the local community 
to stay calm and avoid conflict of any sort. Teacher observations during this time 
provided a unique insight into teacher’s knowledge of content and students 
(KCS) and teacher’s knowledge of content and teaching (KCS).
The observations outlined above have been described in detail to illustrate the 
unexpected ways in which CCE can arise in the classroom during times of 
abrupt social and political change. In the case of the Iraq war, teachers’ 
experiences across case study schools highlighted in unanticipated ways the 
interrelationship of CCE with contemporary local, national and global events. 
How such contemporary events are interpreted and discussed in classrooms and 
schools will naturally impact on students’ understanding and experience of civic 
life. The case of Iraq provided a clear illustration of the challenges faced by 
teachers in maintaining neutrality and balance where controversial and sensitive 
issues arose in CCE. In the context of developing specialised content with AEC, 
the exchange of teacher knowledge reinforced the need to ensure that 
contemporary developments were dealt with delicately and with an awareness of 
the unexpected dimensions of teaching practice in CCE.
230
Ta
ble
 4:
 O
ver
vie
w o
f T
eac
her
s’ U
se 
of 
Re
sou
rce
s B
ase
d o
n A
EC
 in
 th
e C
las
sro
om
m
<N
Te
ach
ers
 of
 Hi
sto
ry
M
at
• A
cti
ve
 u
se
 o
f 
m
ul
tim
ed
ia
 a
s a
 
le
ar
ni
ng
 to
ol
• R
ef
le
ct
iv
e 
an
d 
cr
iti
ca
l
ap
pl
ica
tio
n 
of
co
m
m
un
ic
at
io
ns
tec
hn
ol
og
y
Re
gu
la
r u
se
 o
f 
co
m
pu
te
r, 
vi
de
o,
 
D
V
D
, o
ve
rh
ea
d 
pr
oj
ec
to
rs
 a
nd
 
re
al 
tim
e 
In
ter
ne
t
A
cc
es
s t
o 
hi
gh
- 
qu
ali
ty
 
re
so
ur
ce
s, 
te
ch
no
lo
gy
, 
su
pp
or
t s
er
vi
ce
s 
an
d 
ve
nu
es
 fo
r 
m
ul
tim
ed
ia
 
le
ar
ni
ng
At
he
na
• A
tte
m
pt
s t
o 
us
e 
m
ul
tim
ed
ia
 
fo
r l
ea
rn
in
g 
w
he
ne
ve
r 
po
ss
ib
le
• C
on
str
ai
ne
d 
by
 
la
ck
 o
f r
es
ou
rc
es
O
cc
as
io
na
l u
se
 
of
 co
m
pu
te
r 
po
w
er
 p
oi
nt
 
sli
de
s, 
vi
de
o,
 
an
d 
In
te
rn
et
 
do
w
nl
oa
ds
Li
m
ite
d 
ac
ce
ss
 
to
 c
om
pu
te
r, 
vi
de
o 
an
d 
DV
D 
eq
ui
pm
en
t
Te
ach
ers
 of
 Ge
ogr
aph
y a
nd
 H
isto
ry
Da
ve
• O
cc
as
io
na
l u
se
 
of
 v
id
eo
 a
nd
 
co
m
pu
te
rs
• L
im
ite
d 
by
 
fru
str
at
io
ns
 
re
ga
rd
in
g 
ac
ce
ss
 
to
 te
ch
no
lo
gy
 
an
d 
fa
ci
lit
ie
s
• M
ain
ly
 te
xt
- 
ba
se
d
Ph
ot
oc
op
ie
d 
te
xt
, p
os
te
rs
, 
te
xt
bo
ok
s, 
vi
su
al 
im
ag
es
, 
bl
ac
kb
oa
rd
 a
nd
 
ov
er
he
ad
 
tra
ns
pa
re
nc
ie
s
Li
m
ite
d 
ac
ce
ss
 
to
 c
om
pu
te
r, 
vi
de
o 
an
d 
DV
D 
eq
ui
pm
en
t
Ka
vis
ha
• U
se
s 
co
m
pu
te
rs
, 
vi
de
o 
an
d 
In
te
rn
et
 
w
he
ne
ve
r 
po
ss
ib
le
• H
ig
hl
y 
m
ot
iv
ate
d 
bu
t 
co
ns
tra
in
ed
 b
y 
la
ck
 o
f 
re
so
ur
ce
s, 
m
ain
ten
an
ce
 a
nd
 
su
pp
or
t
• F
ru
str
at
ed
 b
y 
tim
e 
ne
ed
ed
 to
 
se
t u
p
Co
m
pu
te
r s
lid
e 
pr
es
en
ta
tio
ns
, 
ph
ot
oc
op
ied
 
te
xt
, v
isu
al 
im
ag
es
, I
nt
er
ne
t 
do
w
nl
oa
ds
, 
ov
er
he
ad
 
tra
ns
pa
re
nc
ies
Li
m
ite
d 
ac
ce
ss
 
to
 co
m
pu
te
r, 
vi
de
o 
an
d 
DV
D 
eq
ui
pm
en
t
An
dr
ea
• M
ain
ly
 p
rin
t 
an
d 
te
xt
 b
as
ed
• L
im
ite
d 
us
e 
of
 
vi
de
o 
an
d 
co
m
pu
te
rs
 w
he
n 
po
ss
ib
le
• C
on
str
ai
ne
d 
by
 
ac
ce
ss
 to
 
re
so
ur
ce
s a
nd
 
eq
ui
pm
en
t
Ph
ot
oc
op
ied
 
te
xt
, n
ew
sp
ap
er
 
ar
tic
les
 a
nd
 
vi
su
al 
im
ag
es
, 
bl
ac
kb
oa
rd
Li
m
ite
d 
ac
ce
ss
 
to
 c
om
pu
te
r, 
vi
de
o 
an
d 
DV
D 
eq
ui
pm
en
t
Sa
m
• U
se
s 
vi
de
o 
fo
r 
em
pa
th
y 
tas
ks
• A
im
s t
o 
su
pp
or
t 
in
ter
ac
tiv
e 
stu
de
nt
 le
ar
ni
ng
• A
pp
ro
ac
h 
co
ns
tra
in
ed
 b
y 
la
ck
 o
f f
ac
ili
tie
s 
an
d 
su
pp
or
t 
se
rv
ice
s
V
id
eo
,
ph
ot
oc
op
ied
 te
xt
 
an
d 
ov
er
he
ad
 
tra
ns
pa
re
nc
ies
Li
m
ite
d 
ac
ce
ss
 
to
 co
m
pu
te
r, 
vi
de
o 
an
d 
DV
D 
eq
ui
pm
en
t
Te
ach
ers
 of
 Ge
ogr
aph
y Mi
ch
ae
l
• A
cti
ve
en
ga
ge
m
en
t w
ith
 
fu
ll 
ra
ng
e 
of
 
m
ul
tim
ed
ia
 to
 
bu
ild
 k
no
w
le
dg
e 
an
d 
m
ot
iv
ate
 
le
ar
ni
ng
 o
n 
cu
rre
nt
 to
pi
cs
• A
im
s t
o 
co
m
bi
ne
 c
rit
ica
l 
an
d 
re
fle
cti
ve
 
pe
da
go
gy
 w
ith
 
us
e 
of
 
m
ul
tim
ed
ia
N
ot
 A
pp
lic
ab
le
A
cc
es
s t
o 
co
m
pl
et
e 
ra
ng
e 
of
 h
ig
h-
qu
al
ity
 
re
so
ur
ce
s, 
te
ch
no
lo
gy
, 
m
ai
nt
en
an
ce
 a
nd
 
su
pp
or
t s
er
vi
ce
s
Pa
ul
• B
el
ie
ve
s 
m
ul
tim
ed
ia
 is
 
ov
er
us
ed
• P
re
fe
rs 
tra
di
tio
na
l 
te
ac
hi
ng
 
m
et
ho
ds
 a
nd
 to
 
en
co
ur
ag
e 
se
lf-
 
di
re
ct
ed
 li
br
ar
y 
re
se
ar
ch
• O
cc
as
io
na
l u
se
 
w
he
n 
eq
ui
pm
en
t 
av
ai
la
bl
e
• U
se
s
ne
w
sp
ap
er
s t
o 
su
pp
or
t l
ea
rn
in
g 
on
 c
ur
re
nt
 is
su
es
Ph
ot
oc
op
ie
d 
te
xt
, t
ex
tb
oo
ks
 
bl
ac
kb
oa
rd
 a
nd
 
ov
er
he
ad
 
tra
ns
pa
re
nc
ie
s
Li
m
ite
d 
ac
ce
ss
 
to
 c
om
pu
te
r, 
vi
de
o 
an
d 
DV
D 
eq
ui
pm
en
t
Ca
m
ill
a
• R
eg
ul
ar
 u
se
 o
f 
m
ul
tim
ed
ia
 in
 a
 
str
uc
tu
re
d 
an
d 
or
ga
ni
se
d 
wa
y 
th
at
 su
pp
or
ts 
m
ul
ti-
la
ye
re
d 
le
ar
ni
ng
• C
rit
ic
al
 u
se
 o
f 
m
ul
tim
ed
ia
 as
 a
n 
in
ter
ac
tiv
e 
le
ar
ni
ng
 to
ol
• A
do
pt
s 
ne
w
sp
ap
er
s a
nd
 
In
te
rn
et
 to
 
pr
om
ot
e 
stu
de
nt
 
le
ar
ni
ng
 o
n 
cu
rre
nt
 is
su
es
 
an
d 
to
pi
cs
In
te
rn
et
,
co
m
pu
te
rs
,
vi
de
o,
ne
w
sp
ap
er
s,
jo
ur
na
ls 
an
d
ov
er
he
ad
tra
ns
pa
re
nc
ie
s
A
cc
es
s t
o 
co
m
pl
et
e 
ra
ng
e 
of
 h
ig
h-
qu
al
ity
 
re
so
ur
ce
s, 
te
ch
no
lo
gy
, 
m
ai
nt
en
an
ce
 a
nd
 
su
pp
or
t s
er
vi
ce
s
Ap
pro
ach
to Mu
ltim
edi
a
Us
e o
f 
Mu
ltim
edi
a 
Ob
ser
ved
 
in 
Cla
ss
Ac
ces
s to
 
Mu
ltim
edi
a
Re
sou
rce
s
6.6 Summary
Observational inquiry provided vital background knowledge to understanding 
teachers’ approaches and attitudes to teaching civics and citizenship in the 
classroom. It provided essential knowledge of the logistics of the school day, 
and the idiosyncratic ways that technology was used in different classroom and 
school contexts. The findings from this inquiry reveal that CCE teachers had 
diverse and multi-layered approaches to teaching secondary school students. A 
constructivist theoretical perspective supported the interpretation and analysis of 
these findings.
As this chapter has demonstrated, approaches to teaching were as varied as the 
students attending classes in different schools. While teaching practice was 
determined by individual teachers, the NSW syllabus Stages 4-5 for History and 
Geography was a significant influence on teachers’ involvement with CCE. In 
responding to the syllabus, teachers’ methods depended substantially on a range 
of factors including school context, students’ language and literacy skills, length 
of teaching experience in the field, and the availability of technology to support 
classroom learning. Teachers’ approaches to CCE included orientations that 
were empathetic\ rights and responsibilities based; values based; community 
based; and critically inquiring.
Chapter 6 has analysed the data gathered with respect to teachers’ use of 
technology in classroom teaching practice. The ‘digital divide’ observed with 
respect to physical access to technology, facilities, networks and services 
suggests a potential ‘digital divide’ may over time be reflected in teachers’ 
pedagogical practices. As the findings indicate, limited and unequal access to 
technology in schools holds implications for the development of teachers’ 
pedagogical content knowledge (PCK) in CCE.
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Observational findings reflected the changing and volatile nature of CCE in 
classrooms and schools, where contentious discussion surfaced in unexpected 
ways. The observational inquiry into classroom teaching practice provided a lens 
through which to examine how student learning in CCE took place in response 
to contemporary real-world events. Extended observation provided the 
researcher with valuable insights into teacher knowledge and familiarised the 
researcher with the classroom contexts later to be encountered in Stage Four of 
the research. As detailed in Chapter 4 the analysis of teacher interviews and 
observational data played an essential role in informing the production and use 
of the DVD/video resources based on AEC with teachers in class. The findings 
from the data gathered on the use of AEC in classrooms forms the subject of the 
next chapter. Chapter 7 presents an analysis of the perceived impact of AEC on 
secondary school students of civics and citizenship.
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Chapter Seven
The Impact of Authoritative Expert Content in the Classroom
7.1 Introduction
This Chapter analyses how teachers viewed the impact of AEC on student 
learning in civics and citizenship. It investigates the third research question of 
the study: how do teachers view the impact of authoritative expert content on 
student learning in civics and citizenship? Planning and preparation for the 
inquiry into the impact of AEC was carried out in Stages One and Two of the 
study. Informed by teacher interviews and classroom observations, specialised 
subject content for CCE was produced during Stage Three using DVD/video and 
accompanying printed instructional materials. The researcher and participating 
teachers acted as co-teachers in the action phase of the research which 
commenced in Stage Four. This phase involved the collaborative exploration of 
AEC with participating teachers and students in secondary school classrooms. In 
Stage Five teacher responses were gathered in final interviews and in informal 
meetings. Stage Six of the study was concerned with analysis of the data 
gathered, critical interpretation of the findings, and reflection on the inferences 
that arose. This chapter analyses the findings that emerged from teachers’ 
responses to the perceived impact of AEC on students in the classroom. It begins 
by identifying the role of the researcher and CCE teachers in the collaborative 
learning environments that were created using AEC and video technology in the 
classroom.
7.2 The Role of Teachers and Researcher in the Classroom
By combining pedagogical knowledge and skills participating teachers and the 
researcher jointly facilitated classes with students using AEC and video
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technology. This activity required a high level of organisation and scheduling to 
fit within the tight timetables of teachers’ daily professional lives. A co­
teaching approach was made possible through informal and flexible 
collaboration between the researcher and CCE teachers. The informal teaching 
partnerships that were established relied on a mutual understanding of the 
uncertainties and constraints that attached to teaching practice. They were based 
on shared recognition of the benefits for teacher development derived from 
wider experience with community ‘outside’ an immediate school, or university 
context (Snow-Gerano, 2006; Bums, 2007; Grossman, et. al., 2009). The co­
teaching activities that took place in Stage Four of this study sought to avoid the 
‘transmission’ approach to learning, while also placing limits on ‘ the open- 
ended discovery’ approach to learning (Mayer, 2004).
Comprehensive planning and consultation took place with teachers prior to the 
commencement of each class with students. Informal meetings between the 
researcher and participating teachers regularly occurred following each class. 
Teachers were instrumental in assisting the researcher to ensure that facilities 
were available to use such as a blackboard or whiteboard, show overhead slides 
and display DVD/video programs in classrooms or other venues, with either TV 
monitor screen or large-screen projector, depending on available resources.
Teachers acted as decision-makers in choosing DVD/video programs and 
selected segments to match the perceived learning needs of their students. 
Consultation and discussion took place with reference to the topic area chosen, 
subject matter content, student characteristics, different learning abilities, special 
needs students, instructional design of lesson plans, student worksheets, and 
management issues arising with the use of technology for classroom learning. 
Teachers’ involvement and decision making guided the pedagogical approaches 
used to support learning in each classroom. Teachers’ comments and
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suggestions influenced the instructional methods and activities used for different 
classes, in different physical locations with different technological capabilities.
The distribution of AEC made possible by digital video technology offered a 
scaffold for building knowledge in CCE among students, teachers and the 
researcher as co-learners. In jointly conducting classes, the researcher and 
participating teachers worked to facilitate learning activities in flexible ways. 
The following description provides a picture of the instructional methods that 
were commonly adopted in class. The methods applied in different topic areas 
are fully detailed in Appendix 9.2, Appendix 10.2, Appendix 10.3 and Appendix 
11.2, and Appendix 12.2.
At the commencement of each class teachers introduced the researcher as a 
university teacher who had come to class to share and exchange knowledge 
about civics and citizenship. Teachers often began class with brief reference to 
learning objectives in the context of their students’ existing study program. The 
researcher as co-teacher sought to reinforce the teacher’s stated learning 
objectives and introduced the DVD/video segment selected for students to view. 
With teacher assistance photographic charts were distributed in class to visually 
familiarise students with the various contributors they were about to see in the 
segment selected (Appendix 8). This grounded discussion of where each 
contributor came from, and the nature of their expertise and special knowledge. 
As co-teachers, either the researcher or participating teachers would point out 
that the people appearing on the DVD were interested to share their experience 
and knowledge with students in class to help students build their own knowledge 
in civics and citizenship. The approaches used were consistent with a 
constructivist orientation to teaching practice.
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Written worksheets were distributed containing short problem questions and 
visual-based learning activities depending on the topic (Appendix 9.3; Appendix 
10.3; Appendix 11.3; Appendix 12.3). Before viewing the DVD/video content, 
students were asked to read through the list of questions on written worksheets 
distributed. With teacher guidance students were encouraged to voice or write 
down answers to short written questions and to record any notes on the 
worksheets prior to viewing the DVD/video segment. Next, the researcher 
introduced the AEC comprised in the segments chosen to show students in class. 
During presentation of DVD/video content teachers contributed to class 
discussion at their discretion. The researcher was usually delegated the task of 
directing class discussion in response to the AEC viewed, and responding to 
students reactions to it. At these times the role of participating teachers during 
Stage Four of the study shifted to the role of the observer ‘looking in’.
During times when programs were paused for questions or clarification, teachers 
were regularly part of an active learning environment. Both researcher and 
teachers could decide when to activate the stop /pause function on DVD/video 
during class. Joint decision-making of this kind focused the class, or enabled 
deeper discussion. This function was used more, however by the researcher who 
was closely familiar with the specialised subject content of the DVD/videos 
presented. The researcher’s role was to remain mentally engaged with the 
students and the subject matter content, while being actively aware of students’ 
and teachers’ responses to it. This dual role was challenging. It also raised the 
prospect of bias, which practitioner-based studies of this kind characteristically 
encounter. This issue is discussed in greater length in Chapter Three, which 
describes the measures and techniques used to counter bias in the study.
Participating teachers were central to mediating students’ responses to diverse 
expert viewpoints, and to guiding class discussion. The role of co-teacher
237
enabled the researcher to present an adjudicative appraisal of the AEC in 
selected segments through interactive discussion and debate with students and 
teachers. The researcher placed emphasis on explaining to students that ‘expert’ 
viewpoints varied, and that in finding answers to complex problems a ‘right ‘ or 
‘wrong’ answer was not always possible. Teachers were influential in helping 
students to reflect on, formulate, and articulate their own ideas in this learning 
context. Students were consistently encouraged and given time to express their 
own points of view on the content presented, and to engage written learning 
activities. Teachers participated openly in discussion with students and the 
researcher in ways that sustained a partnership approach to learning through 
exploration, inquiry and problem solving. At the conclusion of each segment 
teachers were regularly part of group activity designed to review key concepts 
from the specialised content observed in open class. This involved all class 
participants formulating a written list of points for group discussion and 
reflection that allowed for different interpretation of the AEC encountered. Once 
the class had created its own answers, overhead transparencies were displayed to 
cross-match responses (Appendix 9.5; Appendix 10.6; Appendix 11.5; Appendix 
12.5).
The above discussion of the instructional methods used with DVD/video in the 
classroom illustrates the main approaches and methods that made up classroom 
experience with students. These methods were however customised flexibly at 
the request of teachers to facilitate small or large groups of students. For 
instance, in the case of the segment ‘Laws in A Global World’ contained in the 
DVD Global Governance group activities were designed to facilitate use of the 
resource for large and small groups of students (Appendix 12.1; Appendix 12.3). 
The methods were devised following a request by participating teachers in S I. 
Teachers in SI wanted to adopt AEC with multiple classes of Year 10 
Geography students (90) to simultaneously on the selected segment, ‘Laws in A
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Global World’. The availability of an auditorium with quality technology, 
overhead projector and technical support meant that instructional methods could 
be easily adapted to meet this request. Although such opportunities were not 
generally available to teachers in other schools, the instructional design 
developed for the segment was also adapted and used for teaching in smaller 
groups. For other classes of ‘special needs’ students, different methods were 
devised to simplify learning activities in collaboration with participating 
teachers.
Lesson plans varied for each topic selected and were flexibly modified if 
required. The lesson plans contained in Appendix 9.3, Appendix 10.4, Appendix 
11.3 and Appendix 12.3 further illustrate the different kind of interactions that 
took place with CCE teachers and students in the classroom. The worksheets 
completed by students formed the basis of discussions between the researcher 
and teachers following each class session (Appendix 9.4; Appendix 10.5; 
Appendix 11.4; Appendix 12.4). As part of these discussions, teachers offered 
critical and constructive suggestions on how to improve the instructional 
methods adopted. As classes were sequentially conducted in different schools 
refinements were progressively incorporated in an iterative cycle of reflection, 
appraisal, and improvement. The research design provided for the multiple 
replication of the teaching cycle in a way that strengthened the external validity 
of the study.
At the completion of classroom teaching, teachers’ responses on the perceived 
impact of AEC were gathered in final interviews. This involved a re-alignment 
of the roles of the researcher and the participating teachers. In Stage Five 
teachers once again became the central focus of inquiry, with the researcher 
‘looking in’ on teachers’ responses to the use of AEC in the classroom. As 
discussed in Chapter One of this thesis, the fusion of the role of researcher and
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teacher in Stages Four and Five of the study raised an inherent challenge to the 
validity of the study as a researcher ‘on the inside’ (Ball et al 2008). This 
necessitated a research design that used multiple sources of evidence, that 
replicated teaching practices over time, that matched patterns and built 
explanations, and that conducted member checks, open discussion and critical 
dialogue with participating teachers as informants.
73 Teacher and Student Participation
From 2003-2005, a total of 16 teachers used the multimedia resources produced 
for classroom teaching in civics and citizenship. During Stage Four the 
researcher co-taught 70 classes of 40 minutes duration with teachers and over 
800 students in case study schools. These classes took place with teachers of 
civics and citizenship in the subjects History and Geography. Of the sixteen 
teachers who participated in Stages Four and Five of the study, eight were 
female teachers and eight were male teachers.
Eight out of the 16 teachers who had participated in Stages Four and Five of the 
study had earlier participated in Stages One and Two of the study. One teacher 
among the earlier 9 participants was unavailable to complete all stages of the 
study due to a school transfer. All teachers who participated in the study were 
CCE practitioners who had voluntarily expressed their interest in participating in 
the study and experiencing AEC with their students in class. In Stage Four of the 
study teachers helped to explore new ways of learning with students of civics 
and citizenship as decision-makers in their own classrooms Many different 
classes of students were encountered, and students covered an age range from 13 
years to 16 years. While some Year 8 and Year 11 students participated in 
classroom activities with AEC, students were predominantly from Years 9 and 
Year 10. The multimedia resources using AEC were sequentially adopted in
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various classes across the five schools in which teachers were situated. Through 
a process of ongoing dialogue, reflection and review, teachers’ viewpoints 
progressively shaped the support materials by way of periodic modification. 
Iterative review of the learning strategies and activities with AEC was a 
necessary feature of Stage Four of the study.
In summary, the active involvement of teachers and students supported a deeper 
understanding of classroom learning environments and progressively guided 
enhancement of methods used in class based on AEC. The multimedia resources 
comprised four DVD/video programs with combined lesson plans, student 
worksheets, review overheads and instructional guides for topics in civics and 
citizenship in the subjects of History and Geography. These programs are 
contained as Appendix 9.1, Appendix 10.1 Appendix 11.1, and Appendix 12.1. 
Guided by the NSW syllabus and teachers’ responses to it, the instructional 
methods developed were designed to stimulate dialogue in CCE and reflective 
teaching practice.
7.4 Teachers’ Responses to Resources Based on AEC
In Stage Five of the study semi-structured interviews were conducted with 16 
teachers on the impact of the resources using AEC (Appendix 2). Seven teachers 
identified as teachers of History, while 9 teachers identified as teachers of 
Geography. The results obtained from the structured interview questions are set 
out in Table 5, which provides a separate breakdown of the responses of teachers 
of History (H), and teachers of Geography (G), Table 5 also sets out the total 
number of responses from teachers of both subjects (H & G). For example, a 
total number of 11 teachers agreed that the resources had assisted students of 
mixed ability, while a total of 5 teachers were undecided, or disagreed. No
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discernable differences between teachers of History and Geography 
discernable from the responses obtained.
were
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The results set out in Table 5 suggest that participating teachers perceived AEC 
as having enhanced student knowledge of subject content in civics and 
citizenship. Both History teachers and Geography teachers had positive 
responses to AEC as a method for classroom learning in civics and citizenship. 
No identifiable differences emerged between History and Geography teachers 
with respect to the responses gathered in interview or observed in class. With the 
exception of one History teacher and two Geography teachers, participants 
perceived the AEC as having engaged and motivated students’ learning in the 
classroom. Most viewed the lesson plans and worksheets as having promoted 
interactive learning with expert viewpoint. Several teachers however, expressed 
uncertainty and doubt about the use of AEC with students of mixed ability. 
Teachers in this group were more likely to have responsibility for teaching 
students of low to moderate ability from non-English speaking backgrounds. 
These teachers expressed reservations about the capacity of the DVD programs 
to effect learning outcomes in classes where students had low English language 
and literacy skills. These teachers also identified the need for simplified 
instructional methods and written classroom activities for their students. Their 
responses contrasted with those from teachers in non-government schools, where 
students were more likely to teach students to moderate to advanced learning 
abilities from English speaking backgrounds.
The above findings from structured interview questions enabled a broad 
overview of teachers’ reactions to classroom experiences in Stage Four of the 
study. A deeper understanding of the impact of AEC was made possible, 
however, through analysis of teachers’ responses to open-ended questions in 
interview, as developed below.
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7S  Teachers’ Perceptions of the Impact of AEC in the Classroom
In investigating the impact of AEC on students of civics and citizenship 16 
teachers were asked to describe their perceived impact of AEC on students 
through a number of open-ended questions. Final interviews placed a strong 
emphasis on open-ended questions, which were designed to provide a more 
refined understanding of teachers’ viewpoints and experiences with AEC in 
teaching practice (Appendix 2). In response, a layered range of responses and 
insights were gathered on the advantages and disadvantages of adopting AEC in 
the classroom. The data gathered provided a deeper knowledge of the potential 
possibilities for the use of pedagogical methods developed with AEC in 
secondary school classrooms. Table 6 sets out a reductive analysis of teachers’ 
responses constructed from the qualitative data made available from final 
interviews in Stage Five of the research. A comprehensive inquiry was 
undertaken through the interview process to more completely understand the 
nature and impact of AEC in school classrooms.
As a preliminary question, each teacher was asked to articulate a general 
impression of the use of resources based on AEC in the classroom. Further 
questions probed the impact of AEC on student learning, and the teachers’ views 
on the use of the instructional methods and worksheets adopted. Teachers were 
encouraged to openly comment on the extent, if any, to which each of the 
specific video programs/segments adopted in classes assisted student learning in 
civics and citizenship. An analysis of responses gathered on the impact of AEC 
on teachers’ professional development in CCE forms the subject of the 
following chapter.
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From data gathered a range of views emerged on teachers’ general impressions 
of the impact of AEC (Appendix 2, Question 1). Teachers in all schools 
identified better potential learning outcomes for students using AEC in years 9 
and 10. While most teachers viewed the overall impact of the AEC as having 
engaged and stimulated student learning, its perceived impact varied between 
participating teachers in different schools. At one end of the spectrum were 
teachers who saw AEC as having had a strong positive impact on students of 
civics and citizenship. Camilla in SI, for example, spoke of the motivational 
benefits offered by the approach, which in her view:
had a very significant impact on the students. They were very interested. They 
followed the instructions readily, actively participating, and actively listening 
and responding. The students were actively engaged.
Similarly, for Andrea the resources based on AEC led to an active learning 
experience where the impact on students was viewed as:
an effective one, a very positive one because it demystified a great deal of 
terms, concepts and ideas that the kids had about citizenship, about democracy.
It was interactive and they took an active part.
For several teachers the use of AEC resulted in a discernable shift in student 
knowledge, understanding and interpretation of specialised subject matter 
content in civics and citizenship. For Margot, a History teacher in S3 who 
observed student responses to AEC in The 1975 Dismissal, and Democracy and 
Active Citizenship this shift was evident from:
the point that they (students) reached... not really knowing much about it or 
anything at all about the Whitlam Dismissal [at the start,] and where they came 
to at the end. The same with the program on the rights and obligations as an 
Australian citizen and the ways that they can influence government. I was 
impressed by the amount of material... and also what the students were able to 
come up with at the end.
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Most teachers observed some aspect of knowledge building with students in 
areas of learning to do with basic democratic concepts and systems. In Michael’s 
words:
They (students) gained real insights into constitutional arrangements, the role 
of the citizen and what being a global citizen means in terms of the common 
kinship between people of different nations.
From Julia’s perspective:
they certainly took it seriously, and much more seriously than if they had to 
read about in a textbook.
Other teachers perceived knowledge building as being enhanced by the specific 
focus of subject content that was consistent with the NSW syllabus. Mat, for 
example, found the AEC gave students a focal point for reviewing knowledge of 
civics and citizenship within an otherwise ‘crowded’ syllabus:
It certainly gave the kids focus and it got them to look at things... It did give a 
good overview very quickly... They did pick up on things.
Liz, a Geography and History teacher in S2, similarly observed that the precise 
focus given to civics and citizenship through AEC communicated a strong 
message to students:
We are so busy getting through our content material that we do civics almost by- 
the-by. This was saying to them. ‘This is a part of your coursework which is 
important enough that we are creating tools to satisfactorily teach you. We want 
you to focus on it.’
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The impact of the instructional methods adopted in class was also perceived by 
teachers to have motivated student knowledge building in civics and citizenship. 
In Julie’s view, for example:
the methods used made it an interactive process... It certainly made the kids 
engage. They seemed to really take it in... The kids loved it. They didn’t want 
that session to end. They wanted to stay.
In terms of overall impact, most teachers pointed to the discussion and questions 
that students had raised in class as evidence of a discernible impact on student 
interest and knowledge. In Wayne’s view, for example, students’ demonstrated 
knowledge building in their written responses to the AEC discussed in class:
You could tell by the end of it -  the fact that they actually wrote things on the 
board -  they got something out of it. Those kids will remember certain things 
from that.
For Margot, students’ assimilation of new knowledge was reflected in class 
discussion and the relevance of the questions they raised in class:
it was very thought-provoking for the students. I think they were engaged 
by the content and some of the ideas that emerged. They asked interesting 
and really relevant questions
Other participating teachers, however, expressed significantly different 
perspectives on the impact of AEC on student knowledge. Within this spectrum 
were teachers who identified the content and language that made up the AEC as 
being ‘too hard’ for some, if not most, of their students. These teachers 
expressed the view that more time was needed to cover the content presented in 
the different programs. Concerns were regularly expressed about the use of the 
AEC in classes of students of mixed ability. As Paul stated:
For the lower ability students all it involved was writing down things that had 
been said on the DVDs. One student R, you can see was not able to get 
anything down very much -  she is one of our lower ability students.
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Similarly in Kavisha’s experience:
A lot of the kids got snippets from all of the programs, but 1 think a lot of it 
was over their heads. The language that was used was too sophisticated for a 
lot of my students.
Other teachers offered tempered views of the impact of AEC on students with 
low literacy and English language skill. Athena, for example, expressed the 
following qualified perspective:
For my students a lot of it was hard for them to understand. It was a different 
level of language from what they use. It was very challenging, but they did get 
something out of it. It wasn’t all above their heads, but understanding was not 
as in word for word... There is value in bringing these experts in because we 
are looking at people who have studied this topic, who know more about this 
topic than I do or that the students do, and [that] gives them an expert opinion 
on what is happening. I think they responded to that.
For teachers with students of low to moderate abilities, special needs and limited 
English language skills however, the AEC was perceived as too complex for 
knowledge building with students in class. Teachers like Dave, Athena and 
Kavisha, who were located in government schools, were more likely to 
encounter students of this kind. They were also more likely to be responsible for 
teaching students from migrant or refugee families and backgrounds.
Different leaning strategies were used by teachers in response to different 
learning needs in these school contexts. In two of the government schools, 
participating teachers taught separate English language classes, for example 
outside school times with students who were newly arrived in Australia. 
Teachers in this group viewed the use of AEC as being more relevant to students 
for whom English was not a second language. These teachers were also located 
in schools with the most limited access to technology in the classroom.
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Most teachers across schools viewed the overall impact of the AEC adopted as 
having reinforced prior knowledge to some extent through the introduction of 
different perspectives. Participating teachers consistently commented on the 
value of being exposed to outside contributors who were articulate and that 
provided different viewpoints that spoke deliberatively to students and syllabus 
topics. A more detailed analysis of these perceived aspects of AEC is developed 
below in the following discussion of the strengths and weaknesses of AEC as a 
learning tool.
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7.6 Authoritative Expert Content as a Learning Tool
Analysis of the qualitative data was undertaken to investigate teachers’ 
responses to AEC as way to support knowledge and understanding in CCE. 
Specific feedback was provided by participating teachers on students’ 
reactions to the AEC as a learning tool.
All teachers commented on the depth of the specialised subject content 
provided by the diversity of expert viewpoint shared in class, and the 
perceived benefits to subject content knowledge that students appeared to 
develop from exposure to AEC. Several teachers commented on how their 
students had been ‘touched’ by their classroom experiences, and that the 
AEC adopted in class was later re-visited in subsequent classes and informal 
discussion with students. In the case of Camilla, the enthusiasm and 
knowledge that the expert contributors were able to impart had a critical 
impact on students:
These people were speaking quite passionately. They were coming from 
their own point of view. They were coming from their own place. The 
students could understand that authority and that depth of experience and 
expertise, and their wisdom and knowledge. It shone through. And I 
think that is very powerful. They really appreciate experts.
Most teachers spoke of the authenticity and ‘legitimacy’ that the AEC 
offered to students learning in topics related to civics and citizenship. In 
Margot’s view, the use of primary expert sources prompted student interest 
and a sense of authority:
the variety of people from different walks of life meant they (expert 
contributors) did have some sense of authority in that they were primary 
sources or some sort of expert in their field. It did give it a sense of 
authority and they (students) did listen to what they were saying.
From Craig’s perspective, students derived some tangible benefit from the 
experience of encountering the ‘virtual ‘ presence of expert contributors in 
the classroom:
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The students got something out of it. It was overall exposure to the people 
who were there.
From Michael’s viewpoint, AEC gave students:
insights into people who deal with laws every day and deal with 
citizenship issues -  just hearing how they do apply to anybody across 
any age group. Hearing that from an eminent person, hearing that from 
an expert who works in the law field, it gives it status for the students.
Authenticity was seen to derive from the diverse range of qualified expert 
contributors that were gathered. For most teachers this was a distinct feature 
of AEC as a learning tool. In Athena’s words:
The experts gave it a greater level of legitimacy and there are so many 
different people on the DVD -  all expert in their field, giving their 
interpretation on something that they have obviously studied and read 
about and synthesised...
Most teachers identified AEC as a method to help reinforce prior learning in 
class. For Athena, for example:
It clarified and reinforced what they (students) had done in class and it 
gave them a different perspective.
For teachers, like Mat this was seen to occur by bringing other adults with 
deliberative viewpoints into the ‘conversation’ on civics and citizenship:
As a parent or a teacher, when you tell a kid something, they get so used to 
you telling them things that they become a bit blasé. But when you have 
another person come in and that person is an authority figure and they tell 
them the same thing, it actually has a lot greater impact when another 
significant adult says something to them.
Similarly, in Margaret’s view, the AEC adopted reinforced prior student 
learning by revealing new sources that informed students in ways they 
appreciated:
they like experts coming in... It adds validity to what you are saying, even 
if what you are saying is the same thing in class. It’s coming from a 
different source.
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Teachers mostly viewed the AEC as a tool that engaged learning in greater 
depth than students might otherwise have explored. Teachers like Michael 
viewed the AEC as having extended students and provoked thinking in new 
areas o f study:
It gave them (students) insights into areas that they hadn’t thought about 
or shared... it really gave them the chance to get their teeth into 
something and thrash out some of the implications.
In Athena’s view, although the AEC adopted was complex and demanding 
her students appeared to enjoy the challenge:
Here were all these highly intellectual, intelligent people. It was very 
challenging. But they were able, through the worksheets, to get the 
general understanding of what those people were saying. They really 
enjoyed it. They were definitely engaged. You could see that in their 
participation, and writing their answers and listening, and in their 
questions.
This level of engagement among students was not, however, perceived by 
teachers in all schools. Not all viewed AEC to be an effective learning tool 
for their students, or remained undecided. The views expressed by Paul 
indicated, for example that the impact of AEC on his students was negligible:
If you were to ask the students who these people were they wouldn’t 
know... For these students if you say this is a Chief Justice of a Court -  
they will not have a clue. All they will be wondering is who is that silly 
man wearing that black gown.
Similarly, in Wayne’s experience, the fact that each contributor was expert in 
some relevant field of knowledge had no obvious impact on his students:
I don’t think they cared who was standing behind it... I don’t think it 
made an impact, in that our kids don’t know who professors are or what 
these people did. Unless they have Britney Spears or someone, they don’t 
care.
In Athena’s view, while her students were unaware of the nature of each 
contributor’s expertise, this lack of awareness did not necessarily negate the
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impact of AEC. Moreover, the AEC was relevant to her own professional 
knowledge and assessment of the specialised subject content encountered:
For many students the experts are just somebody on the television and 
someone who knows what they are talking about. The fact that they are 
talking knowledgeably about the topic shows them that these people 
know what they are talking about, but why they know what they are 
talking about is irrelevant to them. But it’s not irrelevant to me, because 1 
know about how expert these people are.
Mat, a teacher of History similarly alluded to the ways in which the AEC 
appeared to operate as a learning tool by simultaneously building both 
student and teacher knowledge with its different layers of complexity:
... different opinions for the same incident was really good, but 1 am not 
sure that most of them (students) picked it up. But I certainly picked it 
up... that was one of the strengths of it.
Several teachers identified the way that AEC had provided a 
unique context for learning in civics and citizenship. For Michael, 
the AEC presented was seen to benefit students because:
it contextualises the learning. Definitely. Because they are people that 
are hard to track down, and you won’t get them making issues or 
making statements about that sort of stuff generally.
Some teachers identified the impact of AEC as a tool for modelling. 
Examples were given of how students had later revisited language and 
concepts in class using ideas, terms and expressions they had encountered 
from the DVD programs. Other teachers made observations and reflections 
drawn from students completed worksheets that suggested student modelling 
of language and expression. In Michael’s view, AEC not only enhanced 
specialised content knowledge, but also students’ attitudes and skills to 
engage active discussion. As a learning tool AEC was seen to discernibly 
influence his students in subtle ways:
The information that was given was excellent. It brought them to the 
stage where they could make a personal response themselves. I think 
they were modelling off the people they saw. Definitely, in the ways that 
they could influence government.
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Athena similarly commented on the learning benefits for students under the 
‘cognitive apprenticeship' of the expert contributors shown in class:
They did model off some of the language. 1 saw it when I was giving 
them a revision test and they were using the content -  some of my better 
students were actually referring back to the people on the DVD. They 
couldn’t remember their names. But they would make reference to the 
content.
7.7 Building Student Knowledge in Civics and Citizenship with AEC
As discussed in Chapter Two, this study conceives teacher knowledge to 
include subject matter knowledge (SMK) in teaching practice. This is 
understood to comprise knowledge of facts and principles as well as the 
skills, values and attitudes associated with CCE. In seeking teachers’ 
responses on the impact of AEC on their students, the term ‘knowledge of 
subject matter’ was similarly conceived to refer to student knowledge of 
disciplinary subject content as well as the skills, values and attitudes relevant 
to civics and citizenship.
Each participating teacher was asked to identify the extent, if any, to which 
the AEC used in class impacted on student knowledge and understanding of 
syllabus topics and subject matter in CCE (Appendix 2). The extent to which 
student knowledge and understanding of subject content was influenced by 
AEC adopted was difficult to determine precisely. Some DVD/video 
segments were, for example, focused on building awareness of relevant 
specialised subject content, while other segments were more focused on 
building knowledge through problem solving. Teachers’ perceptions and 
references to students’ written worksheets provided an informal, but 
informative way to appraise the impact of AEC on student learning.
Teachers’ perceptions of the impact of AEC on student subject matter 
knowledge in civics and citizenship provided insights into the value of AEC
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as a learning tool. As shown in Table 7.1, nine teachers strongly agreed that 
AEC had helped to improve student subject matter knowledge, five agreed 
there had been some improvement, while two teachers remained undecided.
The time constraints imposed within secondary school teaching practice 
placed parameters on the depth of learning that could be achieved in 
classroom periods of 40 or 80 minutes in length. As Wayne reflected on his 
student’s experience with the program Laws in A Global World:
It was a bit quick in terms of giving them any deeper understanding of 
subject matter. It was more about letting them know what kinds of 
international laws were out there. I think the better kids got to understand 
that some of Australia’s laws are based around some of those 
international laws. The slower kids would have struggled.
Most teachers viewed the AEC adopted as having enhanced student learning 
to some extent, yet most effectively in the case of higher ability students. 
Teachers of high-ability students were more confident in reporting improved 
student subject matter knowledge . In Camilla’s view, for example:
I think it improved their subject matter knowledge. I think it gave them a 
broader understanding of all the laws. It gave them the opportunity to 
listen to experts, and so they were able to pick up content. I think they 
were able to pick it up pretty well, because they were also responding to 
it and asking further questions which meant that they had to have 
understood it.
Margot was inclined to believe that the primary sources offered by AEC had 
impacted on student subject matter knowledge of topics encountered:
It gave them a background to the reasons for the Dismissal . It gave them 
knowledge about workings of government. It led them to a point where 
they could make a personal response, which I think was very impressive.
Similarly, in Kavisha’s view:
I think it did improve subject matter knowledge. The reason I say that is 
because the programs were comprehensive. They covered everything. 
We were looking at sources, which is what historians do. I think from 
that aspect they were really good.
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For teachers of lower ability students, knowledge building was evident where 
prior learning had been previously established. In the case of Athena’s 
students, for example:
They had the knowledge, because we had done this in class. But this 
definitely built on the knowledge of subject matter.
Teachers’ responses differed when asked to comment on AEC as a tool for 
learning with students of mixed abilities. Only minimal learning effects were 
observed for students of low to moderate abilities, or limited English 
language skills. While Craig viewed the use of AEC as ‘subject matter 
knowledge positive’, in his perspective:
1 would say a lot of the class was limited because of their academic level. 
There were some students that had a clear shift in subject matter 
knowledge, whereas others did not... Because of the content richness of 
the media [that] makes it less accessible to kids unless they are the very 
upper echelon of students academically.
Teacher’s views on AEC as a learning tool for low-ability students from 
predominantly non-English speaking backgrounds were hesitant. As Knavish 
explained:
1 don’t think it impacted on most of our students. Some of them it would 
have... Perhaps with my Year 9 class it might have had impact. But they 
are a different group of kids. They are more academic. They are more in 
tune with what is happening in the world around them, whereas the Year 
10 class isn’t.
For teachers like Craig, Kavisha and Paul, the impact of AEC was viewed as 
negligible in terms of student knowledge and understanding in civics and 
citizenship. Most, but not all, participating teachers identified some degree of 
beneficial impact on student subject matter knowledge in civics and 
citizenship as a result of involvement with AEC brought to class. Teachers’ 
responses identified different learning outcomes for different groups of 
students, depending on language and literacy skills. These patterns 
highlighted the need for a more refined, simpler and modified approach to
259
the use of AEC (including the use of different languages where appropriate) 
in response to the needs of students of low-to-moderate-abilities, special 
needs and limited English language skills.
To enable a deeper inquiry into the ways in which specific DVD/video 
programs impacted on students in class, teachers were asked to comment on 
the separate DVD/video used in class and accompanying instructional 
strategies. This analysis is presented below.
7.8 Subject Content of DVD/Videos based on AEC
For each subject of History and Geography, two separate DVD/video 
programs were produced with reference to learning areas identified by the 
NSW syllabus for civics and citizenship (NSW Board of Studies 2003). The 
focus of the first DVD/video program for History, Democracy and Active 
Citizenship, was on citizenship, skills for participation and democratic 
systems (Appendix 9.1). This program had three segments: Essentials of a 
Democracy, The Rule of Law, and Becoming Active Citizens. It commenced 
with expert contributors offering different viewpoints on the question of 
what makes a democracy, and its essential elements. The second segment 
explored the idea of rule of law and what it might mean to students. The third 
segment explored what it means to be an active citizen, and the different 
ways in which active citizenship can take place.
The focus of the second DVD/video for History, The 1975 Dismissal, was on 
building knowledge of the history of Australian civic institutions and 
processes (Appendix 10.1). The 1975 Dismissal program was specifically 
designed for the subject of History. Unlike the other three DVD/video 
programs, which were used interchangeably with Geography and History 
teachers, the use of this program was restricted to History classes. It 
concerned the topic of Australia’s constitutional crisis of 1975 and the 
dismissal of the Whitlam Government. The DVD/video was divided into
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four short segments, from which teachers and students could select an entry 
point of their choice. The four segments were entitled: What Happened?\ 
How Did It Happen?\ Could It Happen Again?', and What Did We Learn?. 
Each segment presented primary and secondary sources and a range of 
diverse viewpoints to explain and analyse the historical events of November 
11,1975.
In the subject of Geography the first DVD/video, Global Citizenship, 
focused on stimulating interest and developing skills for civic participation in 
local, national and global contexts (Appendix 11.1). Global Citizenship 
looked at local, national and global citizenship. It contained three segments. 
The first, What is Global Citizenship? discussed the different kinds of 
citizenship that existed within Australia’s democratic system. It focused on 
both rights and responsibilities of citizenship. It explored open-ended 
definitions of global citizenship by presenting a mixture of diverse and 
critical viewpoints. This approach was designed to import and extend 
analytical perspectives by class discussion. Students were asked to identify 
how they saw themselves as citizens in their local, regional and national 
communities, and citizens in a global world. The second segment of the 
program looked at Australia as a Global Citizen, and critically examined 
Australia’s role as a national government in an international context. The 
final program, Toward Global Citizenship, explored and reflected on future 
possibilities and issues emerging on this topic.
The second DVD/video produced for Geography, Global Governance 
focused on building knowledge about international forms of governance, and 
the processes by which global laws are developed. Global Governance 
contained two segments: Laws in a Global World and Global Government? 
(Appendix 12.1). Laws in a Global World was a 12-minute segment that 
aimed to increase awareness of the wide range of international laws and 
treaties that operate in a global world. It specifically asked expert 
contributors to list the three treaties that, in their view, were most significant
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to the international community at the time of interview. As students soon 
discovered, contributors mainly chose three different laws, treaties, and/or 
international conventions as being of primary significance. The second 
segment of the DVD/video, Global Government? was more conceptually 
advanced and looked critically at the extent to which global government 
existed, and how global institutions might evolve in the future. Both 
segments aimed to respond to the Geography syllabus in ways that embedded 
civics and citizenship. Segments of these two programs were also relevant to 
the syllabus for History, and were adopted by some teachers in History 
classes.
7.9 Teachers’ Responses to Use of AEC for Specific Topics
Formal interview questions and informal discussions with teachers provided 
a rich source of data on teachers’ responses to individual DVD/video 
programs. During these times, comments were regularly made with reference 
to written answers observed on worksheets completed by students in class. 
By specifically probing teachers’ responses to each DVD/video program, a 
closer examination of the impact of the various components of the resources 
adopted was made possible. This inquiry supported a reflective analysis of 
the production process and methods developed for teaching with AEC over 
time. Data gathered from participating teachers provided the basis for deeper 
deliberation on ways to improve production techniques and instructional 
strategies for classroom learning. The four DVD/video programs, with 
samples of the instructional strategies and support materials used in each 
topic area, are included as Appendix 9.1, Appendix 10.1, Appendix 11.1 and 
Appendix 12.1. An analysis of teachers’ responses and critical reactions to 
each DVD/video program and accompanying instructional strategies follows.
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7.9.1 Democracy and Active Citizenship DVD/video
Seven teachers collaborated with the researcher to facilitate classroom 
learning using the DVD program Democracy and Active Citizenship. Most 
teachers viewed the program as a helpful vehicle for imparting knowledge 
and prompting interactive discussion about basic principles underpinning 
Australia’s democratic system. In the case of Andrea, for example, this 
particular selection of AEC appeared to support student learning:
because it presented the basics and they absolutely have to know those.
They have to build upon it, and the kids did. They understood that 
democracy begins with people... There was a lot of interaction in the 
class.. There was a lot of thinking taking place as well.
Mat viewed the first segment of the program as building on what students 
already knew, and as clarifying understanding of how a democracy works. 
He took the view that the program should be shown to students before they 
voted as part of a ‘rite of passage’. In his view, the emphasis on students’ 
rights, obligations and active involvement as citizens:
really showed them what they can do. I think it made them engage... it 
made them realise that they actually have power.
The class discussion prompted by AEC included a comparison of the 
democratic rights of Australian students with students in other countries 
around the world, such as Burma, Iran, Turkey and the Sudan. This provided 
a pathway that had impact for students with migrant background and 
experience. As Kavisha observed:
When we were talking about Iran and all the different countries... that 
had an impact on those kids because it was relevant to them. That is their 
part of the world.
Similarly, for Julie, the comparison of experiences in different countries 
using AEC as a guide motivated her students, who mostly came from non- 
English speaking backgrounds:
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the kids loved it. They didn’t want that session to end. They wanted to 
stay. So that says a lot, if they wanted to stay.
For other students with mixed aptitudes and abilities, Julie perceived 
beneficial learning outcomes from the Democracy and Active Citizenship:
In the Year 9 class we ran we had a low-ability group. But they could 
pick up enough things off the Democracy program so that you didn’t 
need to stop much. There was learning going on there. ... They were 
processing it and putting it in their own words. For them that was very 
useful.
For Athena the strength of the program was the capacity of the expert 
contributors to expand understanding of democratic concepts by extending 
learning beyond student’s existing world in the suburban area where the 
school was located:
the DVD and the people in it [are] bringing the outside world to them... 
They have a small idea of the world. What is democracy? The right to 
vote? They don’t think about the right to speak, or the right to wear what 
you want. This brings it to them.
7.9.2 The 1975 Dismissal DVD/video
In collaboration with the researcher, seven teachers of History facilitated 
classroom learning with their students using The 1975 Dismissal. Most 
teachers viewed the use of primary sources in this program as having a 
strong impact on student knowledge and learning. Value was attached to 
having students see and hear people who were present at, and in some cases 
closely connected to the historical events that took place in 1975. As Julia 
expressed:
That was excellent and I think that they actually engaged in it. It was 
much more interesting than reading it in a textbook.
In Athena’s words:
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As a primary source the Dismissal program is important because these 
were people who were there when it was happening at that time. So it 
makes things clearer, it clarifies things for students what happened, as it 
did happen.
From Margot’s perspective, the program supported knowledge building and 
understanding of Australia’s constitutional arrangements and historic events:
It helped them (students) with the workings of the Government and the 
Senate. The chain of events that led to the Dismissal... the causes, 
knowledge about the Constitution and the part that John Kerr played in 
the role of Governor-General.
For Andrea, it was the story told by the AEC that presented generated 
student interest:
They couldn’t understand how a Prime Minister could actually be 
dismissed. Because they thought the Prime Minister has all the powers in 
the world and that he could make decisions with or without anyone 
assisting him...
In discussing the historical chain of events, the presence of authoritative 
primary and secondary sources was valued by all teachers. In Athena’s 
words:
it gives them a different interpretation or perspective... by bringing in 
outside sources and different people who know so much about the topic 
as well, it does increase their awareness. It also explained the manner of 
the Dismissal with a little bit more clarity. Especially when the people 
were talking and giving their perceptions about what happened.
Across schools this feature of The Dismissal program was seen by History 
teachers as having significant impact on students’ subject matter knowledge, 
From Mat’s observation of students, for example:
They now know that the Government was dismissed. They now know 
that it was dismissed by the Governor-General. They now understand 
that the reserve powers are more significant than they previously were 
considered.
History teachers generally acknowledged the challenge of teaching this 
controversial topic. For most, the complexity of the topic was a genuine
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concern. Some teachers such as Kavisha viewed the topic as being too 
difficult for her students:
it doesn’t matter who is presenting it or how it is presented, the concepts 
are too difficult to understand.
The level of the language used in the AEC for this program was also viewed 
by several teachers as being problematic for students. As Dave saw it:
the language was too far above the kids, and it needed a stepping-stone.
It should be noted that at the commencement of the study, the topic of The 
1975 Dismissal was designated as a compulsory area of study under the 
NSW syllabus. Since 2004 it has been an optional topic.
7.9.3 Global Citizenship DVD/video
Eight teachers participated in classes using the DVD Global Citizenship with 
students in Years 8-10. For most teachers, the Global Citizenship program 
was seen to reinforce prior learning, stimulate class discussion and motivate 
learning. From Michael’s viewpoint, the content provided a way to 
consolidate and extend student learning:
It increased their learning because 1 don’t think we discuss those areas 
specifically anywhere, but in an isolated way... To look at the whole 
concept across a whole range of responsibilities that a government has, 1 
don’t often have a lesson where 1 would just look at that,... they got a lot 
of input and a lot of new knowledge. It built on what they already have.
Similarly in Dave’s experience, the Global Citizenship program provided 
new content in an area not usually explored in the classroom:
It was good in that it tackled an area that we don’t tackle.
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For Kavisha, whose students mostly came from non-English speaking 
backgrounds, the strength of the Global Citizenship program lay more in its 
personal relevance to students:
It means something to them. Our students do travel. They don’t travel 
widely, they go back to their home countries and then they come back to 
Australia. They go through the airport... They do speak another 
language. They do belong to their own communities. It relates to the 
kids, and that is why it was so good.
Craig, who was responsible for teaching language skills to students with 
limited English, the impact of the Global Citizenship program was similarly 
viewed due to its resonance with the migrant background and experience of 
his students. He perceived the AEC as contributing to students’ 
understanding and knowledge of global citizenship under the syllabus, even 
though he considered the content to be at a much more advanced level than 
was required by the syllabus. In Craig’s experience:
There were question and answers that prompted them (students) and they 
were engaged. They watched the program to try and find the answers to 
the question... I liked the Global Citizenship program because it was 
about who belongs and who has a right to be here, which is something 
the students talk about quite a bit. I liked their engagement...
In Andrea’s experience, students responded to the class on Global 
Citizenship enthusiastically, and were later vocal in asking more questions 
about the AEC they had encountered:
There was a transfer of knowledge... They were talking about it for a 
couple of lessons afterwards as well... We have a very multicultural 
school anyway, and the kiddies have families in all parts of the globe...
They understood it. It reinforced a lot of positive things for them.
For most teachers, the instructional approaches adopted and the 
accompanying support materials played an important part in extending 
learning on the topic of Global Citizenship. As Wayne expressed it:
The way it was introduced, by asking them whether they thought they 
were a local citizen or a national citizen, and then making them write
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about that -  it made them (students) think about being beyond a local 
citizen.
Not all teachers viewed the instructional approaches and methods 
favourably, however. In Paul’s view, different instructional approaches could 
have been more effective to make the AEC engaging, as distinct from merely 
relevant to students:
It needed a youthful commentator giving them (students) a bit of a 
background, camping it up and making it entertainment.
Several teachers further commented on the need for more time to effectively 
cover the content and learning activities that accompanied the Global 
Citizenship program.
7.9.4 Laws in A Global World DVD/video
Laws in a Global World aimed to increase student awareness and knowledge 
of international laws and treaties that effect people as citizens. It asked expert 
contributors to select three treaties or international agreements that in their 
view, were most significant in a global world. Characteristically, expert 
contributors identified an extensive variety of different treaties, covenants 
and agreements. During classroom teaching it was also emphasised that the 
choices of international laws made by the various expert contributors were 
not exhaustive. Students were actively encouraged to nominate other 
international laws or treaties not included in the AEC viewed. To conclude 
each class, students were given the task of articulating what they believed to 
be the three most significant laws in a global world. The reasons behind 
these selections formed the subject of class discussion, as different students 
explained how they had chosen the three most laws in a global world they 
had identified.
Eleven teachers were involved in viewing Laws in a Global World and 
supporting the researcher in classroom learning activities. Most viewed the
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program as a helpful introduction to learning about the topic by building
awareness of the legal dimensions of global governance. From Wayne’s 
observations:
It was a good introduction to global governance. These kids, knowing 
that there are international laws out there that control things. We are not 
this isolated little place away, from everywhere else. It was effective at 
that level.
Similarly from Ian’s perspective students the AEC offered an introductory 
guide from which students appeared to build new:
It alerted them to what sort of the laws were around in the world... They 
were not that well aware of how that could be enforced, but at least they 
were aware that people had tried to do something. It gave them a new 
awareness. They knew nothing until then.
From Athena’s perspective, the program did more than raise student 
awareness:
By getting them (students) to be involved in class, it raised more than just 
awareness. They had to think not just -  well, this is happening -  but also, how can 
I be a global citizen?...it engaged and motivated them to learn about what is going 
on.
In common with other teachers, Ian saw the different viewpoints expressed 
in the program as being a key feature:
Because each of those experts picked different laws, it introduced them 
to the laws. The experts didn’t try and explain what the laws were saying 
or how the laws might be impacting. But you get to see that there are 
different laws, and that different people will have different ideas about 
which ones are important.
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All teachers identified the depth of the AEC presented on this specific 
syllabus topic as having challenged and motivated students consistently with 
syllabus objectives. As Margaret expressed:
The resource definitely challenged thinking. 1 think the breadth of laws 
and regulations was important. ... The feedback that the girls gave us 
afterwards was very positive. The girls tend to judge things as to 
whether it is interesting or not. It’s got to engage them to interest them, 
and I think they were amazed at the breadth and the number of those 
conventions. I think they valued their importance. The content was very 
specific and it is a difficult area. It matched the syllabus well.
Other strengths identified included the capacity of AEC to build knowledge 
of abstract subject content. As Andrea expressed:
It separated the topic out for kids. It compartmentalised it. It made it 
more accessible for them. It added to their awareness, and it made it less 
abstract.
In Andrea’s experience, the program offered a novel vehicle that had a 
capacity to actively involve students in exchange of dialogue on civics and 
citizenship in, and beyond the classroom.
If you give these kids the opportunity then they will take it on board, and 
they did with this program. Because it was presented in a different way... 
It engaged them, definitely. They all wanted to listen. They all wanted to 
write. They all wanted to talk... to discuss. ...The discussion that came 
after that for days and for weeks after that was amazing... With some of 
them, I think they actually took it home as well and discussed it there.
Liz had similar experiences with feedback provided from students that was 
suggestive of knowledge building:
They came back with questions. They wanted to know what was this 
particular treaty about... Anything that prompts students to ask questions 
shows they are engaged... even my slower students have written a list... 
they can’t help but be impressed by the fact that here are a whole lot of 
communities and groups working towards human rights.
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The AEC presented in Laws in a Global World had special appeal to teachers 
across schools. Camilla, was particularly impressed by her students’ 
responses:
The students were very excited about it. The students were pleased to 
have the breadth of experts and the range of interests represented... It 
was good to allow them to see different points of view, and to have their 
own point of view and feel comfortable that they are making their own 
decisions... everyone was engaged and everyone wanted to say 
something. They all wanted to say things...
Other teachers observed knowledge building in class with students of mixed 
ability during classes using Laws in a Global World. As Paul expressed:
The positive aspect was when they came to writing out all the different 
treaties. They were actively doing that and reinforcing content. Many 
students were speaking up. There was interaction there.
For Kavisha this program appeared to reinforce prior learning and extend 
students knowledge:
It reinforced their learning. It definitely extended them. Whereas we didn’t look at the 
laws in class, but the video did... It reinforced and extended learning here.
Similarly, for Dave Laws in a Global World:
reinforced those which we knew, but it introduced so many others that 
they did not know of... Not everyone has to agree on all these laws, but 
there are a whole lot of things that are important. ... They got a 
perspective that they certainly would not have got otherwise.
Similar observations were made by Craig following classes with Year 8 
students:
Even for Year 8, and even though there were mixed abilities in the class, I 
was confident that there was some degree of learning taking place. The 
program helped to reinforce some of the things that had been stressed in 
class on human rights.
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Several teachers, including Dave, however, saw the content in the program 
as being too complex for their students. As Rob explained:
They were listening to the content. Waiting for the next one to come up, 
so they could write it down. A few of them were a bit more interested in 
the content than others, but it was a bit over their heads for that class.
Other teachers considered the instructional strategies used for the program to 
be less than effective. In Paul’s view:
What I would like is for the presentation to be altered to make the 
programs work... What is good is that the information is there... it needs 
the presentation to be altered, so it’s going to make the information more 
than useful.
Paul’s critical reflections highlighted the need for production methods that 
were more engaging for students, and the need to consider different ways of 
developing and producing AEC that responded more empathetically and 
effectively to secondary school students’ attitudes and perspectives.
7.10 Authoritative Expert Content as a Method for Knowledge Building
Teachers were asked in open-ended questions to identify whether the use of 
AEC was in any way different to other teaching methods and approaches 
they had experienced (Appendix 2). Teachers’ responses to the different 
components of the multimedia resources allowed for inquiry into the extent 
to which the adoption of AEC presented an identifiably distinct method for 
building knowledge. This specific inquiry allowed for critical reflection of 
the instructional strategies used in secondary school classrooms. Given the 
fundamental interrelationship between the AEC presented on DVD/video 
and the instructional strategies adopted in classes, this inquiry was difficult 
to undertake with any degree of precision. The inextricable link between the 
AEC adopted and the medium employed to digitally produce and 
communicate AEC, also made any isolated assessment of the impact of AEC
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difficult to achieve. An attempt was made, however, to explore teachers’ 
viewpoints on whether the use of AEC per se was in any way identifiably 
different from other learning methods or techniques that teachers had 
encountered. An overview of teachers’ responses to this exploratory inquiry 
follows.
Most teachers saw AEC as bringing distinctive qualities to the classroom 
learning environment. For several teachers student learning outcomes 
observed from their interaction with AEC were seen as connected to the 
presentation of specialised expert content using audio-visual media. In 
Julie’s view:
bringing the experts into the class did make a difference. It makes it more 
authentic for a start. It makes it real. ... I mean if those experts had 
written sections in a history book it would not have been nearly as 
effective as hearing them and seeing them on that screen. It was much 
more interesting than reading it in a textbook.
The access to expert content facilitated by the use of audio-visual media was 
perceived be several teachers as creating distinct learning opportunities in 
civics and citizenship. As Liz expressed:
For our students to be immersed in the idea of meeting experts and 
having this opportunity to hear these leaders with variations of ideas is 
good. Instead of having an expert coming and saying ‘this is it’ you have 
a whole canvas of lots of different people arguing back and forth.
Similarly, Kavisha placed emphasis on the combined impact of the chosen 
medium and the expert knowledge made available:
It is a different medium. It’s a really visual medium, which is why it is 
good. It makes teaching life easier. It provides variety, which all good 
teachers should be doing. You’re providing the kids with the expert 
knowledge... They are listening and not reading, which is something our 
kids can’t do. Their listening skills are much better than their reading 
skills. So it’s different for that reason. It also allows for discussion in a 
different way.
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Other teachers commented on how the presentation of AEC with digital 
video provided a strong visual stimulus and narrative focus beyond the 
textbook. For teachers like Margaret, this was a novel approach:
I haven’t seen anything like this before. Visually it’s great. 1 think it is a 
nice mix of talking and having something to focus on. You can see that 
students are receptive to that particular kind of approach.
In common with others, Kavisha took the view that the succinctness of AEC 
distinguished in some way:
It was concise. We didn’t have to pore through 50 pages of a textbook to 
try and find something. For that reason you can pick up the video and 
you can show bits of it, with a discussion with some textbook or 
whatever. It was different for that.
For Ian, the AEC experienced was distinctly different as it offered a way to 
guide and mentor students using expert subject matter content that included 
different sources and viewpoints:
This program is like me using a video to show kids how a scientist or 
geographer would explain an issue. That is useful to me because it allows 
the kids to see another point of view that is not necessarily mine.
Other teachers, like Athena, saw access to the multiple perspectives offered 
by the specialised subject content gathered as representing a distinct and 
unique attribute of the AEC experienced:
These are specific specialised people talking directly on the topic... I 
haven’t shown them (students) anything like this. This is specifically on 
topic, and very precise and focused... This focuses them more and 
exposes them to different views from outside sources that they would 
normally not get. I mean where would I get something like that?
Athena placed emphasis on the different impetus that AEC brought to the 
interpretation of subject matter knowledge in CCE:
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there are so many different people on the DVD, all expert in their field, giving their 
interpretation on something that they have obviously studied and read about and 
synthesised__and come up with a view -  that’s different -  very much.
Other teachers, like Dave, saw AEC as something ‘new’ by introducing 
‘guest speakers’ and presenting ‘real-life’ content that would not otherwise 
be accessible:
What is new in this program is the type of people and the type of content. 
It brings in a real-life situation... You are providing a resource -  another 
form of information -  another textbook that we couldn’t get otherwise. 
We are very happy to see that, because we don’t have access to those 
sorts of things. Maybe Sydney schools do. 1 don’t know, but certainly not 
out here. ... We would not normally get access to those speakers like 
that. Not here in a country area like this.
Dave viewed the rich, yet pristine nature of the AEC viewed as being 
somehow different. In his view the learning context was seen to be:
richer than normal... With most of TV-style media that students look at, it (content) 
is usually interspersed with a variety of music and scenes but this was a lot richer in 
terms of its content.
Similarly in the case of Andrea, a teacher in urban Sydney, these 
distinguishing aspects were seen to form an essential and defining feature of 
AEC as a method for building knowledge:
Bringing those people to the class -  I would never want that part to 
disappear at all. The professionalism, the authority, that aspect is a must.
Other teachers placed emphasis on how AEC uniquely allowed students to 
actively synthesise new content, ideas, and interpretations of topics in civics 
and citizenship. As Camilla reflected:
We use audio-visual quite a bit for content or for stories about people, 
but not where you have experts engaging... We can engage in a 
discussion of the law and what the law is, but this is an opportunity to see 
how they are interpreted, and to see how the people that are making the 
law and interpreting the law have a say in their point of view. I think that 
was very fresh. That’s different.
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Several teachers commented on how the AEC adopted was distinguishable 
from other multimedia resources because of the use of primary sources with 
a specific orientation towards learning outcomes delineated by the NSW 
syllabus. As Margot stated, the programs were:
different to the sorts of audio-visual programs on this topic because you 
have used primary sources... 1 would say that this is absolutely different 
from other programs because of its focus on the syllabus outcomes.
Obviously it was made for that part of the syllabus.
Similarly, in Wayne’s view, the distinguishing feature of the AEC 
experienced was the direct focus on mandatory learning areas of civics and 
citizenship as articulated by the syllabus:
I was aware of what was specifically being taught as something in the 
syllabus. That certainly is an advantage this has instead of just getting it 
off SBS or the ABC and us trying to adapt it to our program.
Teachers across schools acknowledged the need to devise learning activities 
with students using audio-visual content available on film, television or via 
the Internet. For Margot, the distinct nature of AEC with a specific syllabus 
focus meant that:
the value of the programs is that we have to do that less.
In a similar vein, AEC was also seen to provide a unique scaffold to support 
teaching practice during student and teacher discussions of contemporary, 
and contentious, issues in civics and citizenship. As Michael put it:
it takes the heat off us because it is value-laden.
Not all teachers viewed the AEC adopted as representing a significantly 
distinctive or different method of teaching. Paul, for example, saw no
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discernible difference in using AEC over traditional and conventional 
methods used in teaching civics and citizenship.
7.11 Teachers’ Responses to Instructional Strategies based on AEC
A separate inquiry was undertaken using structured and open-ended 
questions in interview to explore teachers’ responses to the accompanying 
instructional strategies used to support learning with AEC. This inquiry was 
directed to understanding more about the interdependent relationship 
between the AEC that was digitally compiled, and the learning strategies 
adopted in class. As previously indicated, samples of the instructional guides, 
lesson plans and student worksheets and review overheads used to 
accompany each DVD/video are contained in Appendices 9-12.
An overview of teachers’ responses to the accompanying instructional 
strategies is provided in Table 5. Of the 16 teachers participating in Stages 
Four and Five of the study, nine strongly agreed that the lesson plans, written 
worksheets and review overheads promoted interactive learning. Four other 
teachers agreed. Two were undecided about whether the instructional 
strategies and materials had supported interactive learning. One teacher 
expressed a clear view that it had not.
Teachers’ responses in final interview were gathered with reference to 
written worksheets completed by students in class. When asked to provide 
open-ended responses to the methods of instruction used for classroom 
learning, teachers commonly commented on the benefits of written 
worksheets in building student knowledge. As Margot viewed:
The worksheets were there to support what you were saying and the 
materials being presented, and to focus the students on certain aspects of 
what was being presented. In that sense they were very effective.
Similarly, in Athena’s view:
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The worksheets and methods used were good and promoted interaction. 
The students were focusing on task and they knew they had to listen and 
pick out relevant bits of information, which they then knew would be 
used later.
Teachers frequently identified the value derived from enabling students to 
formulate and articulate their own viewpoints through written expression. At 
the conclusion of the program on Laws in a Global World, for example, 
students were asked to write down the three international laws that they 
thought were most significant in a global world. From Wayne’s perspective:
Looking at the worksheets it was good. Obviously they have taken the 
time to write something down, which is a good start for some classes. 
Hopefully by having them write down off the TV and then write down 
their choice of three (laws), it actually makes them look at it and 
think... Making them write down the ones they think are most 
important and to explain why was good. The mind maps left them to 
write up things on their own.
Combining AEC with familiar learning methods and techniques, such as 
written worksheets and mind maps, also appealed to Craig:
Global Citizenship really got them going. What’s your view? And that 
was very good. It helped them to create a mind map and from that they 
had the correct terms.
Many teachers spoke, however, of the need to restructure and reformat the 
written worksheets with closer sensitivity to students’ mixed abilities. In 
Mat’s assessment, for example, this was especially the case in classes where 
students experienced Attention-Deficit Hyperactivity Disorder. In Kavisha’s 
view, the worksheets needed simplification, better format, and a more 
empathetic approach with reference to students’ background and experiences:
They (the questions) were fairly student-friendly but could be more so... 
Perhaps a different format to the worksheets and a bit more on what they 
think. How does that make you feel?
More could also called for to help familiarise students of non-English 
speaking backgrounds with some of the terms and language they would 
encounter with AEC. As Liz pointed out:
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with any of the ESL girls, and girls who generally have a flattened 
vocabulary, you often have to explain a whole lot of terms and make 
them comfortable and put them in a situation where they are using those 
terms themselves before they watch the video. Otherwise you are 
constantly stopping.
Multiple suggestions were made by participating teachers to improve the 
instructional strategies designed to meet learning needs in such situations. 
Suggested improvements included use of more multiple-choice questions and 
true or false responses; simpler language in worksheets; fewer learning 
activities, greater focus on visual-based learning activities; and more direct, as 
opposed to abstract problem solving activities.
Several teachers commented on the need for more time and emphasis to be 
placed at the commencement of each class introducing students to the expert 
contributors and their different backgrounds. Students were mostly perceived 
as being unfamiliar with the expert contributors introduced in class, and the 
organisations and institutions that they had represented in civic life. In 
response to earlier feedback from teachers, a visual guide of presenters with 
names and titles was compiled, laminated and physically distributed in classes 
at the commencement of classes with a brief commentary to heighten 
awareness of the contributors students saw (Appendix 8). Despite this 
modification, several teachers thought that a more concentrated focus was 
needed at the start of class to more thoroughly ground students with more 
knowledge and understanding of each contributor’s background and area of 
expertise. As Craig concisely stated:
It had impact, but it could have had more impact if we had structured it 
differently so that they had a basic introduction to who they were and 
their organisations.
Most teachers favourably viewed the integrated use of overhead 
transparencies to guide student feedback and review at the beginning and end 
of teaching sessions. In relation to learning strategies adopted with The 1975 
Dismissal, for example, a majority of teachers viewed the preliminary
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activities with overheads as importing a critical instructional element 
(Appendix 10.2). As Kavisha expressed it:
The initial overheads leading into the introduction of the program were 
great, because then at least the kids had some understanding and they 
could relate that to what they were watching on the DVD and the video.
Most teachers also identified the ‘stop and start’ method of instruction 
adopted when displaying the DVD/ video programs as being critical to the 
interactive nature of the classroom sessions observed. In Paul’s viewpoint:
As a straight out video to watch it wouldn’t work. ... it is not the sort of 
thing you could just put on and watch for 20 minutes. The kids would 
switch off. But the fact you paused it and talked about each individual 
thing made them stay engaged in the lesson.
Written worksheets combined with the ‘stop and start’ method in response to 
students’ questions and discussion was an instructional approach that was 
generally favoured by participating teachers. As Wayne reflected , for 
example:
these kids, unlike when we were at school, are bombarded with TV. They 
look at it all the time. Because you paused it and made them to write 
things down, they got information.
In Michael’s opinion the review overheads provided a synergistic checkpoint 
for student feedback on questions raised and answered by them in class. In 
his view, the fact that the worksheets secured written responses to the AEC 
viewed implied that students were engaging in building knowledge:
As soon as they pick up the pen and write it is a different sense they are 
using. So they are building on what you have given them, and you have 
given them a big visual and a big audio input. But when they touch -  that 
is something else you are asking them to do -  all in one lesson. It is 
pretty powerful learning tool.
Geography teachers were most enthusiastic about the methods adopted for 
large and small group learning with Laws in A Global World, where students 
were encouraged to write up the various international laws they had
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encountered from the program on a blackboard or whiteboard both 
individually and in a large group. From Margaret observations:
I think the whiteboard listing by the girls engaged them. 1 think the 
combination of the approaches] was very positive.
The ways in which the instructional design was based on combining a range 
of different media was a consistent theme with several teachers. In Athena’s 
view:
the programs engaged student learning by bringing in a variety of 
mediums and elements into the lesson. It breaks the monotony of the 
lesson and it keeps students alert. Because they are doing different 
activities there is watching, there is writing, [and] discussion coming out 
of the watching, which is again reflected in their writing.
The instructional strategies and activities called for fundamental 
improvement, however according to some teachers, like Paul:
there was a problem with interactivity. Talking heads is not really suited 
to that age of student. It needs an overarching commentary from 
someone who is very energetic and informed.
For other teachers, like Ian, the instructional strategies and methods proposed 
were too ambitious given the time frame available for teaching:
There really wasn’t enough time to develop discussion and to develop 
ideas in the work sheet.
An agreed level of recognition was identified among participating teachers of 
the value attached to having instructional methods that embedded different 
media in classroom learning activities. In Andrea’s view:
I think it’s important that the kids actually have the visuals there. Having 
the film there was very important in many ways because you are actually 
looking at a person. It doesn’t become monotone.
Likewise, from Julie’s perspective, the use of multimedia was central to the 
value of the instructional methods used:
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The textbook work gets really tedious. The kids sort of groan every time 
you mention a textbook. So 1 think having the visuals and a bit of writing 
and comments, and then there was the overhead that has the questions at 
the beginning... that was good.
As Wayne concluded:
Using multimedia provides a change. The kids respond. Who wants to do 
‘chalk and talk’ every lesson. Our kids today don’t respond to the same 
thing all the time.
7.12 Summary
This chapter has investigated how teachers viewed the impact of AEC on 
students of civics and citizenship. It has analysed teachers’ responses to the 
perceived impact of the learning strategies using AEC and video technology 
with classes of secondary school students. It has focused on teacher’s 
perceived impact of AEC on student knowledge of subject content and the 
skills, values and attitudes in civics and citizenship. The findings indicated 
that the methods adopted using AEC showed a capacity to build knowledge 
and stimulate learning in civics and citizenship among students.
The data gathered highlighted the close interrelationship between the 
specialised content knowledge made available with AEC, instructional 
strategies, and video technology. The findings lent support to the view that 
when video technology is used with focused instructional strategies that 
support interactive class discussion, dynamic learning experiences can result 
(Hobbs, 2004). The qualitative data suggest that the combined use of AEC, 
video and interactive instructional strategies presents a pedagogical method 
of value for teaching in CCE.
The following chapter shifts the focus of inquiry to considering the impact of 
AEC on participating teachers’ professional knowledge and teaching practice 
in CCE. Chapter 8 investigates the impact of AEC on teacher knowledge in
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civics and citizenship, and on teachers’ attitudes to teaching. Chapter 8 
reflects on the ways in which teacher participation in this research may have 
influenced teacher knowledge and professional development in CCE.
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Chapter Eight
The Impact of Authoritative Expert Content on Teacher Knowledge 
and Professional Development
8.1 Introduction
Chapter 8 investigates the perceived impact of AEC on teacher knowledge 
and professional development in CCE. It reflects on teachers’ perspectives 
on the adoption and use of AEC in classrooms in order to explore the fourth 
research question of the study: how do teachers perceive the use of 
authoritative expert content as a way to build teacher’s knowledge and 
understanding of civics and citizenship education (Paragraph 3.2).
In Australia, research studies have consistently identified the need for 
explicit training to support professional development and continuing 
education for teachers of civics and citizenship (O’Loughlin, 1997; Print 
2001; Mellor, Kennedy and Greenwood, 2002; Print et al 2004; Print and 
Saha 2006). The available evidence indicates that formal training and 
professional development in CCE is absent for a majority of secondary 
school teachers (Department of Education, Science and Training, 1999; Joint 
Standing Committee on Electoral Matters, 2007). Further evidence suggests 
that civic literacy is significantly influenced by learning acquired after 
teachers’ formal education and training is completed (Milner, 2000). The 
literature has consistently called for new methods and approaches to build 
teachers’ subject matter knowledge (SMK) and pedagogical content 
knowledge (PCK) in CCE (Mellor, Kennedy and Greenwood, 2002; 
Jimenez, 2001; Print, 1998). In particular teachers’ knowledge of subject 
content has been perceived as weak (Civics Experts Group, 1994; Print, 
Moroz and Reynolds, 2000), and teachers themselves acknowledge these
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weaknesses (Mellor, Kennedy and Greenwood, 2002). In this study, 
participating teachers had received either minimal or no professional 
development in civics and citizenship. Participating teachers were pro­
actively involved as co-learners with AEC in recognition of the need for 
continuing professional development as teachers of civics and citizenship. 
Teachers shared the view that professional development in CCE was a 
dynamic and necessary process of continuing education that ideally 
embraced multiple inputs and sources. As Cummings articulates:
without high-quality professional development and training, it is unlikely 
that the necessary understanding, skills and motivation to work 
collaboratively within their own school community to bring the required 
changes into effect, will be generated (Cummings, 1993, p. 51).
The research literature points to a need to discover how different approaches 
to teacher development have different effects on particular aspects of teacher 
knowledge (Niess 2005; Grossman et al. 2007; Ball et al. 2008).
This chapter reflects on the use of AEC as a tool for professional 
development in CCE. It analyses the data gathered on how teachers viewed 
the impact of AEC on their own knowledge and understanding of civics and 
citizenship. It explores the possible impact of AEC on teacher knowledge of 
subject content and teaching practice in CCE.
8.2 The Impact of AEC on Teacher Subject Matter Knowledge
Final teacher interviews in Stage Five investigated the perceived impact of 
AEC on teacher’s knowledge and understanding of civics and citizenship 
using open-ended and structured interview questions (Appendix 2). Teachers 
were asked to comment on whether their knowledge of subject matter in 
civics and citizenship had improved to any extent as a result of their
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experiences with AEC, and if so how? Structured questions were asked to 
identify whether AEC helped to improve subject matter knowledge, and 
whether it could be used to build knowledge with other teachers. Responses 
to these structured interview questions are set out in Table 7. Nine teachers 
strongly agreed with the proposition that AEC had improved their 
knowledge of subject matter, and the remaining seven teachers agreed 
(Table 7). Although subject content varied for History teachers and 
Geography teachers, no significant variation arose between the responses of 
those teaching.
For most teachers, experiences with AEC were seen to enhance knowledge 
of subject content by bringing new information and knowledge that had not 
previously been available. In Mat’s experience, for example:
It had a positive impact on my own knowledge because 1 learned things I 
hadn’t learnt before. For example, the discussion of all the laws in our 
global world. Professionally I became more knowledgeable. I can pass that 
information now onto my students. Individually as a voter, as a person, as 
a community member...
Similarly, for Craig:
I had personally heard of all the expert contributors. It was good to have 
an update. In terms of the expert content there were elements in there 
where the subject matter was quite useful to catch up on.
For other teachers, the AEC demystified language, abstract terms, and the 
syntactic structures associated with such terms as ‘covenant’, ‘charter’ 
‘convention’ ‘treaty’ and ‘rule of law’. As Ian found:
it helped m e... I gave a religious value to covenants and charters -  not a 
legal value. I didn’t realise that there were that many laws.
286
Ta
bl
e 
7.
 R
es
po
ns
es
 o
f T
ea
ch
er
s 
to
 th
e 
Im
pa
ct
 o
f R
es
ou
rc
es
 B
as
ed
 o
n 
A
EC
 fo
r 
Pr
of
es
sio
na
l D
ev
el
op
m
en
t
a>au
ÛJD
C/5
5
M
K i
To
ta
l 
=
 0
i
CN
O
«a
SC
i i
To
ta
l 
=
 (
Cou-te-
(Z5 O
i ■
V
X i
o
i
<r\
as-
D£
cs
5
o
ÖC
ii
' I a
..._...... j f?
l
To
ta
l 
=
 (
o 1 i
U
nd
ec
id
ed
1
To
ta
l =
 0
i
o
°a
K
1 i
...
...
...
...
...
...
...
...
...
...
...
..
To
ta
l =
 (
O ' i
SC -
i \
-
A
gr
ee
H&
G
r -
To
ta
l =
 \
H
£
O VO m
ou
X VO
To
ta
l 
- 
9
vo
To
ta
l 
=
12<
"&£
cou■*—
C/3
H
&
G
O v (N
O <T) VO
T
he
 a
ut
ho
ri
ta
ti
ve
 
ex
pe
rt
 c
on
te
nt
 
he
lp
ed
 i
m
pr
ov
e 
m
y 
ow
n 
kn
ow
le
dg
e 
of
 
su
bj
ec
t 
m
at
te
r
T
he
 m
ul
ti
m
ed
ia
 
re
so
ur
ce
s 
co
ul
d 
he
lp
 
ot
he
r 
te
ac
he
rs
 b
ui
ld
 
kn
ow
le
dg
e 
in
 c
iv
ic
s 
an
d 
ci
ti
ze
ns
hi
p
►>j-c
H
II
X
>>
JS
Q.C3UDUOO)
o
*
uo
H
II
O
X
>>X
Q.«u
6JDoa>
O
a>
XCJ«
H
O
w
*
28
7
The specific focus of the content provided a deeper awareness and 
knowledge of civic roles and responsibilities that for several teachers was 
seen to enhance teacher knowledge. As Athena explained:
1 didn’t have that much on civics -  it was what we knew generally. Having 
seen these resources it has made me more aware of the roles and 
responsibilities that students have. ... So it has made me more aware.
Several teachers commented on how the AEC had led to increased 
motivation and confidence to apply teaching skills in learning areas in civics 
and citizenship. As Michael reflected:
1 would be more likely to tackle civics now. 1 wouldn’t be as scared of it. 1 
either gave it a wide berth... it just seemed to be tacked on to the syllabus. 
But now 1 would be more likely to examine it and get some information... 
because it is too important to have as an adjunct.
Similarly, for Camilla:
It’s made me more confident to introduce more civics in Geography.
Especially for that age group. It is such a great resource. We don’t know 
enough. It has definitely helped my professional development.
For teachers in schools where most students came from non-English 
speaking backgrounds, the impact of AEC was perceived to have been 
greater in terms of teacher knowledge as distinct from student knowledge. 
For example, while Chris perceived AEC to have had minimal impact on his 
student’s knowledge, AEC offered a positive enhancement to teacher 
knowledge though the specialised subject content made available:
I was fascinated to hear what these experts had to say. Students are not 
always fascinated by the same things teachers are. I did like the fact that 
here were these people with a definite role to play, and in some ways a 
very active role to play, with our international obligations as global 
citizens. That for me was very helpful and interesting... The programs 
have reinforced my knowledge.
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Athena shared a similar perspective in her reflections on AEC and its impact 
on her professional identity as a CCE teacher, and her discovery of ‘self’:
For many students the experts are just somebody on the television for 
them, and someone who knows what they are talking about. The fact that 
they are talking knowledgeably about the topic shows them that these 
people know what they are talking about. Why they know what they are 
talking about, is irrelevant to them. But it’s not irrelevant to me...
For Kavisha, it was the impact of the primary sources presented by AEC that 
engaged her professional curiosity and extended teacher knowledge of 
specialised subject content:
As an adult, I am more aware of who the people are. 1 thought,...they are 
talking to me about these things’. They were there for the Dismissal, for 
example. They were alive, then. These people were there. It was a part of 
their life and they are sharing that with me. As an historian 1 tend to 
appreciate that a lot more. That was definitely significant for me.
Other teachers commented on how AEC had helped to build teacher 
knowledge by providing erudite succinct overviews from expert contributors 
that were able to guide knowledge and understanding. As Kavisha reflected:
it was good having people like Hilary Charlesworth there. It was nice 
having it broken down for me as well. It meant I didn’t have to go out and 
read volumes and volumes of things. Here it was -  for me. I can then 
digest it and then pass it on to my own students. Particularly in our area 
where we are often teaching outside of our comfort zone.
The analysis of teachers’ responses showed the capacity of AEC to build 
teacher knowledge in civics and citizenship. Teacher knowledge was 
perceived as being enhanced in terms of knowledge of content, and 
understanding of the syntactic structures and rules that determined how
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concepts and issues were discussed, interpreted, and understood in CCE. As 
defined in Chapter Two of the study this combination of content knowledge 
and understanding is referred to as ‘subject matter knowledge’ (SMK). The 
beneficial impact of AEC on teacher’s SMK in civics and citizenship was 
evidenced by teachers’ responses. These responses indicated that AEC was 
instrumental in building knowledge of facts, concepts and principles of a 
specialised kind in civics and citizenship. Teacher responses further 
indicated a development in attitudes and skills associated with civics and 
citizenship as a result of viewing the experienced practitioners brought to 
class “from the outside’. AEC was seen as a method capable of guiding 
understanding of the organising principles and structures that establish what 
is effective and legitimate to do and discuss in CCE. The findings show that 
AEC was of particular benefit in enhancing teachers’ specialised content 
knowledge (SCK) in civics and citizenship (Ball et al 2008).
83 The Impact of AEC on Teachers’ Pedagogical Content Knowledge
Teachers were asked open-ended questions about their experience with the 
instructional strategies based on AEC and the impact of their involvement in 
the research study (Appendix 2). More particularly, teachers were asked to 
identify if these experiences had influenced their knowledge and approach to 
teaching practice in any way. Teachers were called upon to openly reflect 
upon the impact of their experiences with AEC on personal teaching 
practice. Teachers’ responses to this inquiry provided insight into the 
possible impact of AEC on teachers’ pedagogical content knowledge (PCK).
As discussed in Chapter 2, PCK can be conceptualised to comprise the two 
domains of knowledge of content and students (KCS) and knowledge of
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content and teaching (KCT) (Ball et. al 2008). Using this conceptualisation 
to interpret the data, teachers’ experiences with AEC showed indications of 
expanded teacher knowledge with reference to content and teaching (KCT) 
in civics. This was evident from teacher interviews and informal discussions 
about the possibilities for future use of AEC to supplement existing teaching 
practice. Several teachers contemplated this course of action. In final 
interviews they expansively mapped out the strategies they would employ to 
better engage their students with AEC. Teachers, like Mat, expressed 
enthusiasm at the prospect of applying existing teaching skills to 
incorporating AEC in future teaching practice:
I would definitely use it. I find it very interactive. It’s good. It’s purposeful 
and meaningful. As a teacher I would most definitely be able to apply my 
skills in using it.
Similarly, for Athena, the AEC provided impetus for changes in teaching 
practice and an opportunity to evaluate and adapt her personal teaching 
practice:
I will definitely use it again. I got a lot out of it and the kids will get a lot 
out of it, too. It’s worthwhile. It makes my life easier, too. The expert 
contributors explain things better than I can. I don’t need to recreate the 
wheel each time. Different people will get different things out of it every 
time, every year. This process has helped me evaluate my own teaching 
practice, because now I have seen things here and I have to use these 
programs and work out how I am going to incorporate it into my own 
teaching.
Most teachers spoke of how involvement with the research study had 
prompted self-reflection in teaching practice and the contemplation of 
different pedagogical approaches. From Craig’s perspective:
It has reinforced to me the need to consider civics and citizenship and the 
possibilities it has. We are in the process of changing our class program 
and I will look towards including it.
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As Liz explained:
I am a learner, too........coming to teaching junior Geography I am
beginning to realise how little 1 know. 1 have watched documentaries and 
so on, but the whole notion of globalisation and the various stances on it -  
I want to know more. ... Listening to people’s concerns about it made me 
think that if I continue to teach it I would definitively make it my business 
to know more.
The above responses demonstrated the capacity of the methods based on 
AEC to facilitate critical dialogue and reflective teaching practice in CCE. 
This outcome relied on teachers’ willingness to share existing knowledge of 
students and content (KSC) and develop new knowledge of content and 
teaching (KCT) with the use of AEC in different learning contexts. This 
process is concisely reflected in Athena’s response:
I will incorporate these DVDs into my lesson plan, but I will have the 
worksheets really structured where I will actually give quotes from the 
actual DVD... I would apply my own skills and teaching knowledge to 
using it. ... I will break it down to their level. 1 will watch them and create 
lessons for them.
This kind of deliberative reflection on teaching practice served to extend 
teacher’s professional development by engaging teachers in building 
knowledge of content and teaching (KCT) in civics and citizenship.
The possibilities of exploring new approaches to teaching and professional 
development with technology were limited by constraints for some. As Liz 
reflects :
In a perfect world, if I had a ‘stop press’ button (the remote stop/play 
doesn’t pause on the DVD player in the school) then I would definitely do 
it. There would be no hesitation. But given our facilities it’s difficult.
As discussed previously, the capacity for teachers to develop pedagogical 
knowledge with the use of technology varied greatly within different
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schools. The differences that existed between teachers in government and 
non-government schools in terms of facilities, equipment, infrastructure, 
networks, and technical support posed implications for teachers’ knowledge 
of content and teaching (KCT) with technology. The ‘digital divide’ 
identified in Chapter 6 placed potential limits on the pedagogical pathways 
and possibilities available to teachers in government secondary schools. 
Although participating teachers in government schools were motivated to 
engage professional training on the pedagogical uses of technology, barriers 
to impeded the development of teacher knowledge that integrated 
technology. As Ian viewed his situation:
I don’t have the skills to develop my own multimedia. But I like to use 
videos and slides to illustrate points. If this multimedia were provided I 
would use it to develop kids’ knowledge.
Kavisha, (another teacher in a government school ) offered a more pro-active 
perspective, however. Her involvement with the research process provided 
an impetus for her own creative professional development as a CCE teacher:
I want to do something like this myself. It’s actually inspiring... I’ve been 
thinking of something like this, but wasn’t quite sure how to go about it or 
where to go with it. So it’s given me something to think about. It’s 
motivating me definitely, as a producer... It has been extremely valuable 
being a part of this process...
8.4 Authoritative Expert Content as a Professional Development Tool
Teachers were asked to express their viewpoint on whether the multimedia 
resources based on AEC could assist other teachers to build knowledge in 
civics and citizenship. As Table 7 indicates, 13 participating teachers 
strongly agreed that the resource could assist other teachers’ professional 
development, while 3 teachers agreed.
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More experienced teachers, such as Michael, viewed the resources as being 
relevant to teachers’ professional development with respect to different entry 
levels of teaching:
The program reinforced things about the Constitution that I hadn’t 
known... for young teachers coming into civics it would definitely be 
helpful. 1 think it would have relevance to anyone who is going to teach 
civics and citizenship.
Similarly, for Camilla, the use of AEC was perceived as a learning tool for 
professional training across different levels of teaching experience:
It was very helpful to me as a teacher obviously because of the breadth of 
areas that was presented. All of the four teachers that saw it agreed... I 
think it is a very exciting area. It is useful for the younger teachers coming 
through as well.
Several teachers viewed the specialised content on legal aspects of civics 
and citizenship that was presented in the AEC as enhancing existing teacher 
knowledge. AEC was viewed as a learning tool that others could share. As 
Julie expressed:
It helped with civics definitely. I think it is a bit of a blurry area or topic. It 
really did create a nice focus and really cleared a lot of things up. I 
certainly got a lot out of it, too... Certainly other teachers could also get 
benefit from it.
Teachers positively viewed the possible use of AEC for in-service and pre­
service teacher training to build knowledge with existing and prospective 
CCE teachers.
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8.5 Reflections on AEC and Teacher Professional Development in 
Civics and Citizenship
The findings arising from the data suggest that teachers’ involvement with 
AEC increased different strands of teacher knowledge and understanding 
among participating teachers. For most, the adoption and use of AEC 
provided a vehicle to stimulate interest in teaching practice and an 
opportunity to build knowledge of specialised subject content in civics and 
citizenship. Teachers’ responses to the impact of AEC on teacher knowledge 
suggested an enhancement of content knowledge with emphasis on teachers’ 
specialised content knowledge (SCK) in CCE. AEC was seen by teachers to 
offer a distinct method that supported personal professional development 
through the mentorship offered by expert contributors using video 
technology. Data from final interviews also indicated that AEC had a 
positive influence on teacher confidence. Several teachers expressed a 
greater willingness to engage more complex issues and abstract concepts in 
such areas as democracy and citizenship at the local, national and global 
level. These responses indicated an enhancement of teacher knowledge of 
content and teaching (KCT) in CCE.
The absence of formal training in CCE cannot be compensated for by the use 
of educational resources that are imposed on teachers without their 
involvement and consultation (Erebus Consulting, 1999). By actively 
listening to teachers’ approaches and perspectives, by observing classroom 
teaching practice and by sharing in teachers’ voluntary engagement with 
AEC, this study has sought to avoid any such imposition. Any future 
development of AEC as a tool for professional development would need to 
carefully refine learning strategies to meet the diverse contemporary needs 
of CCE teachers in the field. As examined in Chapters Five and Six,
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teacher’s attitudes and approaches to the use of technology for classroom 
teaching varied between teachers and schools. Some teachers saw the use of 
technology as empowering new forms of teaching practice. Others were 
sceptical of the routine use of technology. Others experienced logistical 
difficulties and problems with technology. These findings were consistent 
with other educational research, which highlights the central role of the 
teacher in using technology within teaching practice. As Pegg et. al. point 
out:
Some teachers are more committed to and more confident in using ICT 
applications, less sceptical about the value of ICT uses in learning and 
more willing to explore new ideas and approaches using ICT. Hence 
some teachers would utilise only limited examples of ICT applications in 
their class, while others would be able to undertake numbers of 
applications depending on the class context (Pegg et al., 2007).
The challenge of teacher training in the use of technology in the classroom 
moves well beyond the disciplinary boundaries of CCE. A growing body of 
research has focused on the need to explicitly conceptualise teachers’ 
pedagogical knowledge (PCK) with reference to the use of technology in 
teaching practice (Reimann and Goodyear, 2003; Cox, et al., 2004; Angeli & 
Valanides, 2005; Kimbera & Wyatt-Smith, 2006; Pegg, Reading & 
Williams, 2007). These studies call for a concerted emphasis on pre-service 
and in-service training to support the professional development of teacher 
knowledge that effectively integrates technology and pedagogy. The 
findings of this study confirmed this ongoing need in the context of teacher 
professional training in contemporary CCE. This outcome might practically 
be progressed in the future by collaborative research projects and activities 
based on school-university partnerships (Pearson, 2003; Pegg, Reading & 
Williams, 2007; Reading, 2007; Cuban, 2010). In this study, teachers’ 
collaborative participation led to shared knowledge building in civics and 
citizenship with teachers and students in secondary school classrooms. As
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this chapter has demonstrated these experiences were perceived as having 
beneficial impact on teacher’s pedagogical knowledge and reflective 
teaching practice. This study shows how multi-layered research with 
teachers in schools can simultaneously occur through the exchange of 
knowledge made possible by school-university partnerships and the use of 
technology.
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Chapter Nine 
Conclusions
9.1 Overview
Since the final report of the Civics Expert Group in 1994 (Civics Expert 
Group, 1994), a national consensus has developed in Australia about the 
need to sustain civic literacy in schools (MCEETYA 2007). Classroom 
teaching practice has consequently been shaped over the last 15 years by 
curriculum-based strategies adopted by State and Territory governments 
that deliberately implement civics and citizenship in schools. From 
1994-2007, Federal Government policies and educational strategies 
developed benchmarks and proficiency standards for CCE in Australian 
schools (Print 1997; Gill and Howard, 2006). National programs 
included the production and distribution of the Discovering Democracy 
CD-ROM-based resource under the national Civics and Citizenship 
program (Curriculum Corporation, 1998). The above initiatives were 
undertaken in response to research that showed students did not 
sufficiently comprehend fundamental elements of Australian 
democracy, or how the democratic system works (Print and Craven, 
1998; Mellor, Kennedy and Greenwood, 2002; Print, Moroz and 
Reynolds, 2001). Despite government initiatives, research studies 
continue to reveal low levels of understanding of basic concepts and 
ideas fundamental to civics and citizenship (Print, Saha and Edwards, 
2005; MCEETYA, 2006; Print and Saha, 2006). As Williams indicates a 
lack of student awareness and understanding of Australia’s 
constitutional system and civic arrangements persists;
Rather than being engaged and active citizens, many are woefully
ignorant of even the most basic aspects of government (Williams,
2008 p. 21).
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The above view is confirmed by research undertaken in 2007 by the 
Ministerial Council on Education Employment Training and Youth 
Affairs. Research findings showed that only 41% of the 5,506 secondary 
school students surveyed met proficiency standards for Year 10. Only 
34% of students surveyed could correctly answer the question ‘what is 
the Australian Constitution?’ (MCEETYA, 2007). In response to the 
deficit in civic knowledge identified by such long-standing research, this 
study has sought to investigate teaching practice in civics and 
citizenship, and explore different pedagogical methods with technology 
as a way to build teacher and student knowledge in CCE.
The research provided a lens through which to view the dynamics of 
real-life teaching practice with the use of technology in the field of 
CCE. It aimed to speak to the learning objectives articulated by the 
NSW curriculum and syllabus for civics and citizenship Years 8-10 
(NSW Board of Studies 2003). Participating CCE teachers were guided 
by this curriculum and syllabus in the core subjects of History and 
Geography. The pedagogical methods based on AEC were developed to 
support classroom teaching with secondary school students from 13 to 
16 years of age. Using digital video, different viewpoints were sourced 
from expert contributors, and compiled to create specialised subject 
matter content for teaching purposes. The study explored the impact of 
the methods based on AEC on teachers and students in five secondary 
schools.
Teacher participation was integral to adopting the resources based on 
AEC with over 800 students. As motivated co-learners, teachers made it 
possible to discuss various ways of using technology in the classroom, 
and to critically appraise the methods adopted using AEC and video 
technology. A collaborative co-learner relationship with CCE teachers 
enabled the application of these methods through student-centred 
learning approaches to teaching.
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In Australia, the widespread application of technologies and social 
media that young people use in contemporary life are yet to converge 
with educational experiences in civics education (Joint Standing 
Committee on Electoral Matters, 2007; Print, Saha and Edwards, 2004). 
Findings from a national survey in 2008 showed that a significant 
number of schools had computer-to-student ratios as low as 1:8 or less, 
and that access to technology in the classroom was not universal 
(National Secondary School Computer Fund Preliminary Survey, 2008). 
In the 2008 Budget the Australian Government announced funding of 
$1.1 billion for the National Secondary School Computer Fund over a 
five-year period. This action was intended to provide computers for 
secondary school students in Years 9-12, and to upgrade computer 
systems and networks in schools. Further research is called for to 
identify the impact of this government initiative on teaching practice in 
secondary schools. As this study has emphasised, the integration of 
computers, digital networks, mobile communications and Internet 
technologies requires the development of different pedagogical 
approaches and methods. Such developments assume that teachers have 
access to the facilities, equipment, and technical support necessary to 
facilitate learning with technology. The findings from this case study 
suggest a need to investigate the extent to which these assumptions can 
be relied upon in different classrooms.
As technology continues to evolve with the participatory social culture 
of Web 2.0, the possibilities for building knowledge and communities of 
teaching practice in CCE are expanding rapidly. The pedagogical 
methods expounded in this study offer a template for other teachers and 
students to consider when determining future strategies for learning with 
technology. The application of state-of-the-art computers, digital 
cameras and Internet technology opens the way for different
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pedagogical possibilities and opportunities for deeper reflection on the 
science of learning. As Pegg, Reading and Williams point out:
Much like the medieval cathedral builders who enabled an 
engineering science, and brain imaging technologies that re­
invigorated neuroscience, new ICT learning technologies have the 
potential to offer a much deeper science of learning. Moreover, as 
students are ‘the digital generation’ it is even possible that this new 
science will disclose a subtle and profound understanding of what 
students know (Pegg, et al., 2007, p. 181).
9.2 Review of Research Findings
Each teacher participating in this study placed emphasis on the broad 
framework and requirements of the NSW syllabus to guide teaching 
practice in civics and citizenship. Within this framework teachers 
conceptualised civics and citizenship in a variety of characteristic ways 
(Table 2, p. 193). Several types of teaching approaches emerged from 
the data obtained. These approaches were categorised as: empathetic; 
rights and responsibilities based; values based; community based; and 
critically inquiring. Through these approaches teachers reflected a 
pluralistic and cosmopolitan approach to teaching civics and citizenship 
(Table 3, p. 226). Teachers commonly placed emphasis on values such 
as tolerance, non-discrimination and respect for others. Approaches 
adopted by participating teachers were significantly shaped by school 
context, student literacy, student language skills, and access to 
technology for classroom teaching (Table 1, p. 157). Less experienced 
teachers had lower levels of self-perceived confidence in their 
knowledge and understanding of civics and citizenship. The extent to 
which teachers used technology correlated with the availability and 
access to technology for classroom teaching in their school location 
(Table 4, p. 230).
Most participating teachers’ perceived identifiable and beneficial 
learning outcomes as a result of student involvement with AEC in the
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classroom (Table 5, p. 241). In particular, teachers identified the 
positive impact of AEC on knowledge building through student 
interaction with the specialised subject matter content encountered. 
Teachers of students with either mixed abilities or low English language 
skills did not share such perceptions, however. These teachers perceived 
the impact of AEC on student learning as being minimal, or negligible. 
A comparative analysis and categorisation of teachers’ responses is 
provided in Table 6. It contains the findings on the impact of AEC on 
student knowledge in civics and citizenship (Table 6, p. 249).
All teachers perceived the use of AEC as having stimulated and assisted 
teacher knowledge in some way. The methods were seen as potentially 
helpful to support training for other teachers, and teacher-trainees (Table 
7, p. 285.). A closer analysis of the findings is set out below with 
specific reference to the four primary research questions that form the 
focus of the study (Paragraph 3.2). The conclusions and reflections 
arising from each research question are separately considered.
9.2.7 How do teachers in NSW secondary schools conceptualise and 
approach civics and citizenship in the subject areas of History and 
Geography?
(i) Concepts and Approaches
Teachers participating in this study relied significantly on the NSW 
syllabus Stages 4-5 in History and Geography as the primary guide to 
classroom teaching (NSW Board of Studies 2003). The syllabus allowed 
teachers to adopt a wide variety of approaches to teaching civics and 
citizenship in History and Geography, and this was mirrored in practice 
(Table 3, p. 226). Without exception, participating teachers identified 
the importance of meeting syllabus objectives relevant to compulsory 
School Certificate assessment in Year 10. The mandatory requirement
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of a public examination in civics and citizenship strongly influenced 
teachers’ attitudes and motivation to teach civics and citizenship.
Many teachers experienced difficulties in building knowledge of civics 
and citizenship within the time constraints demanded by the syllabus. 
History and Geography teachers commonly identified problems with 
content ‘overload’. Each felt challenged by the requirement to embed 
civics and citizenship in an already ‘crowded and busy’ syllabus. These 
concerns impacted on teachers’ attitudes to civics and citizenship in 
classroom teaching practice and the time allocated to it. The broad 
framework of the syllabus allowed teachers to develop diverse and 
multi-layered concepts of civics and citizenship, nonetheless. Teachers’ 
approaches to classroom practice are categorised in Table 2 (Table 2, p. 
193). Teachers’ conceptualisation of civics and citizenship and 
pedagogical methods were fundamentally shaped by school context and 
the diverse learning needs of students (Table 1, p. 157).
Several types of teaching approach emerged from cross-case analysis of 
the data gathered from teacher interviews and classroom observations in 
different schools. These approaches were categorised as: empathetic\ 
rights and responsibilities based; values based; community based; and 
critically inquiring. The above orientations characteristically 
represented the types of pedagogical approaches used among 
participating teachers, although the way in which teachers drew from 
these categories varied. While teachers in all schools were consistently 
tested in their quest to balance CCE learning objectives with other 
defined subject objectives, the challenge was discemibly harder for less 
experienced teachers, and for teachers of students with special needs. 
The findings highlight the necessity for professional development and 
support for CCE teachers in these particular categories. The results 
suggest that inter-school collaboration, and specialised teaching forums
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are called for on a more regular basis to mentor and increase teacher 
knowledge in CCE (National Civics and Citizenship Forum, 2005).
(ii) Values
In this study teachers placed consistent emphasis on the significance of 
values in CCE. While each teacher approached and articulated civic 
values in unique ways, common core values emerged. These included 
fairness, freedom, tolerance, equality, non-discrimination and respect 
for other beliefs and opinions. Teachers unavoidably encountered 
religious values in the course of teaching practice. This was the case for 
teachers in both religious-based and state government schools. The 
extent to which religious values were incorporated in classroom 
teaching depended on school context, and the individual teacher. While 
some teachers explicitly taught students about religious values, concepts 
and belief systems, most teachers were cautious when engaging with 
religious values in class. Only one teacher purposely adopted an 
approach to religious values that primarily embodied the civic value of 
respect for truth and reasoning (Crick, 2001). Teachers commonly 
placed emphasis on respect for the diversity of religious beliefs and 
tolerance of different religious perspectives.
For most, an awareness of political and religious values was accepted as 
one of the components of contemporary CCE. In class discussion about 
values, teachers across schools stressed the need to guide students, and 
to establish clear boundaries in any discussion. Teachers uniformly 
placed emphasis on imbuing respect for the diverse values that students 
brought to class. They were intentionally alert to the sensitivities that 
attached to different cultural, political and religious values that surfaced 
in the classroom. In response to the dilemmas they faced when 
controversial political and religious values arose from time to time, they 
exercised caution in their teaching approaches. For this research an
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awareness of the religious beliefs and cultural practices of teachers and 
students in each school was integral to undertaking co-teaching 
activities during Stage Four of the study.
(Hi) CCE and students from backgrounds other than English
English language proficiency is a key determinant of a citizen’s ability 
to participate in the democratic process, and central to civic 
participation (Australian Electoral Commission, 2007). Yet, educators in 
Australia continue to face serious challenges in responding to linguistic 
diversity. Low levels of language proficiency are increasingly 
encountered in secondary schools among students from Africa, Asia, the 
Pacific Islands, and the Middle East (Senate Standing Committee on 
Electoral Matters, 2007). A prominent feature of the findings from this 
research was the scale of the task facing CCE teachers in some schools 
where the deficit of English language skills was high. While students 
from backgrounds other than English often had profound appreciation of 
the dynamics of global citizenship and geo-political events, most were 
perceived by teachers to be weak in knowledge of democratic systems 
and values. Student literacy, language proficiency and cultural 
background directly shaped the ways in which teachers conceived and 
approached civics and citizenship in practice. The findings of this study 
reveal that direct measures are required to support those CCE teachers 
responsible for building knowledge with students from non-English 
speaking backgrounds.
9.2.2 How do teachers approach and use technology for classroom 
teaching in civics and citizenship?
The extent to which technology was used to teach civics and citizenship 
varied widely across schools, and depended substantially on the
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availability of computers, equipment, telecommunication networks and 
technical maintenance in schools. Teachers with training and reliable 
access to technology were more inclined to embed the use of technology 
in teaching practice. Marked differences existed between teachers in 
different schools in terms of access to technology, communications 
networks, maintenance services and technical support. The opportunities 
available to teachers located in non-government schools noticeably 
exceeded those available to teachers in government schools.
Teachers in non-government schools were more likely to elaborate on 
their conceptualisation of teaching with technology with reference to 
direct experience. They were more inclined to reflect on the pedagogical 
advantages and disadvantages of using the technology that had been 
widely available to them over time. The technological ‘digital divide’ 
that emerged from the data appeared to directly impact on the capacity 
of participating teachers to combine knowledge of content and teaching 
(KCT) with technology in the classroom. Teachers with limited or 
restricted access to technology were less likely to perceive benefits in 
using technology. Access to technology influenced the pedagogical 
approaches adopted in CCE in classroom teaching practice.
Quality learning with technology relies on a combination of teachers’ 
motivation, group collaboration and deliberative pedagogical 
approaches (Reimann and Goodyear 2003; Kahne and Middaugh, 2008; 
Cuban, 2010). It also relies on the availability of technology that allows 
teachers to extend teacher knowledge of content and teaching (KCT) in 
contemporary ways. In this study the opportunities that were available 
for teachers to use technology in the classroom influenced the ways that 
they developed KCT in CCE. For over two decades there has been a 
growing shift in NSW secondary school enrolment, with student 
enrolments declining in the government sector. Campbell has estimated 
that from 1984 to 2002, an 8.7% shift occurred in enrolments away from
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government schools to non-government schools (Campbell, 2005). Such 
a trend in student enrolments was observed from school records and 
information obtained from participating teachers and staff at the 
different schools involved in this study. The wider resource capacity of 
non-government schools to support pedagogy with the use of 
technology may be part of this shift.
Unless the technological capacity is available to teachers to develop 
pedagogical content knowledge (PCK) with the use of technology, 
government schools may increasingly be seen as ‘schools of last resort’, 
(Campbell, 2005). Over time such developments expose the risk of a 
‘pedagogical divide’ in teaching practice, with varying outcomes for 
students in different schools. As Milner points out:
A growing digital divide between ‘the wired’ and ‘unwired’ is 
perhaps the greatest threat to civic literacy, raising the frightening 
possibility that the new technology will further exclude those 
already lacking access to the knowledge necessary to be active 
informed citizens (Milner, 2000, p. 9).
9.2.3 How do teachers view the impact of authoritative expert content 
on student learning in civics and citizenship?
Teachers viewed the use of AEC in the classroom as having positive 
learning effects for students (Table 5) Teachers perceived the combined 
use of AEC, video, and focused classroom activities as a pedagogical 
method of value to students of civics and citizenship (Table 6). Most 
teachers viewed the impact of AEC as having stimulated and built 
student knowledge of civics and citizenship through the introduction of 
specialised subject content. Several considered that the impact of the 
resources could have been greater if there had been more opportunity to 
refine activities with reference to knowledge of teaching and students 
(KTS). Most participating teachers responsible for students with mixed
307
abilities or limited English language proficiency perceived AEC as 
having minimal or negligible impact on student knowledge.
The use of AEC was viewed as having a consistently strong impact 
however, where expert contributors provided eyewitness accounts of 
historical events. Teachers perceived significant learning benefits for 
students from presenting expert contributors who were primary sources. 
The use of primary sources were viewed to have enhanced student 
learning, most effectively in the DVD program on The 1975 Dismissal, 
where content was created to include competing views on the 
controversial causes of constitutional crisis. History teachers also 
attached value to the legitimacy of the secondary sources included in this 
DVD/video program in terms of impact on student learning. Teachers’ 
responses indicated that the authenticity and immediacy of AEC 
demonstrated a capacity to transcend conventional texts and stimulate 
student interest.
Teachers with limited access to technology were less likely to view 
AEC as having a constructive impact on student learning. These 
teachers were also more likely to teach students of low to moderate 
abilities, and students with low proficiency in English. For these 
students the impact of AEC was perceived as slight. These findings 
highlighted the need for critical reflection, and indicated a need for more 
specialised and refined approaches to the production of AEC that is 
capable of speaking to students from different language backgrounds.
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9.2.4 How do teachers perceive the use of authoritative expert content 
as a way to improve pedagogical content knowledge in civics and 
citizenship?
Participating teachers across schools had encountered minimal 
professional training in CCE beyond self-directed education. To update 
pedagogical knowledge and skills, each relied on various forms of 
media including textbooks, television, DVD, radio, newspapers, journals 
and the Internet. All teachers spoke of a need for continuing 
professional development in civics and citizenship through in-service 
training and educational seminars that addressed contemporary teaching 
practice. In investigating the fourth research question, teachers were 
invited to reflect on the impact of AEC as a learning tool for 
professional development in the context of civics and citizenship.
Nine teachers strongly agreed with the proposition that the use of AEC 
had improved their knowledge of subject matter in civics and 
citizenship, while 7 teachers agreed. Teachers viewed the use of AEC as 
enhancing specialised content knowledge of teaching practice in CCE. 
Teacher knowledge was also seen to be enhanced through a better 
understanding of the syntactic structures and rules that determined how 
concepts were interpreted, and understood in CCE. As defined in 
Chapter Two, this combined form of knowledge and understanding is 
referred to as ‘subject matter knowledge’ (SMK).
Teachers in the study perceived their experiences with AEC as having 
enhanced knowledge of subject content in particular areas of learning in 
civics and citizenship under the syllabus. These areas included global 
governance, Australian democracy, global citizenship, the Australian 
Constitution, the 1975 constitutional crisis and active democratic 
participation. Teachers reported increased knowledge of facts, language, 
concepts, and interpretive skills in civics and citizenship suggestive of
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an increase in teacher subject matter knowledge. As discussed in 
Chapter 2, teacher’s subject matter knowledge (SMK) can be 
conceptualised as comprising: common content knowledge (CCT), 
horizon content knowledge (HCK) and specialised content knowledge 
(SCT) (Ball et. al., 2008). In this study most teachers perceived the 
adoption of AEC as providing a vehicle to build knowledge of 
specialised subject matter knowledge in civics and citizenship. In this 
regard, teachers’ responses to the impact of AEC suggested an 
enhancement of teacher content knowledge with emphasis on teachers’ 
specialised content knowledge (SCK) in CCE.
Teachers’ responses also provided insight into the impact of AEC on 
other strands of teacher knowledge. As elaborated in Chapter 2, 
teacher’s pedagogical content knowledge (PCK) can be conceptualised 
as comprising: knowledge of content and students (KCS), knowledge of 
content and teaching (KCT) and knowledge of content and curriculum 
(KCC) (Ball et. al., 2008). CCE teachers’ experiences with AEC and 
video technology in the course of this research appeared to extend 
teacher knowledge of content and teaching (KCT). This increased 
knowledge was evident during interviews and discussions with teachers 
about the possibilities of using and adapting AEC and video in future 
teaching practice. Teachers’ engagement with the research provided an 
impetus for reflective teaching practice and the chance to contemplate 
other pedagogical approaches in CCE. Participating teachers saw a 
constructive role for AEC as a tool for pre-service teacher training and 
professional development for others.
93 Responding to Contemporary Change in Civics and Citizenship
A number of unanticipated issues emerged from the research inquiry 
into the primary research questions. Reflective analysis of the events
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observed in schools, staffrooms and classrooms, and the conversations 
conducted presented a recurring theme: clear challenges existed for 
teachers, often with minimal or no training, in responding to the 
contemporary dynamics of CCE. Geopolitical events post September 11, 
2001 pose a complex problem-solving domain for CCE teachers in 
Australian secondary schools (Kennedy, 2003). The commencement of 
the Iraq war in March 2003 coincided with the conduct of classroom and 
school observations for this study, and international, national and local 
events presented a volatile context for the investigation of CCE in 
secondary schools. This significant event had discemable impact on 
teachers’ and students’ attitudes and approaches to real life civics and 
citizenship in schools and classrooms. The research observations from 
this period presented unexpected insights into the role of CCE teachers 
in a complex and changing global world.
Throughout the research, participating teachers spoke of students’ 
interest and enthusiasm to discuss the events of September 11 and the 
war in Iraq. For teachers in all five schools, student discussion about 
war in the Middle East touched on contentious issues and viewpoints. 
Students of all backgrounds and abilities typically expressed curiosity 
and interest in the subject of the war. In this context class discussion 
touched on a range of sensitive areas: religious beliefs and values; the 
nature of political conflict in the Middle East; the moral implications of 
Iraq war; military power; ideology; and the right to protest. Such 
subjects of student interest posed complex issues, and placed difficult, 
and unanticipated demands on CCE teachers. Most teachers placed 
intentionally clear limits on class discussion of these issues to temper 
outbursts of extreme, divisive or inflammatory ‘political’ comment. 
Open-ended discussion of the Iraq war was perceived as exposing 
teachers to the risk of classes running ‘out of control’. For most CCE 
teachers, discussions were discretely and deliberatively guided away 
from the events of September 11 and war in the Middle East. Teachers’
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responses to the contemporary political, cultural and religious issues that 
surfaced in class reflected an underlying unease. For CCE teachers with 
low levels of confidence, these circumstances presented significant 
demands. These demands were intensified for teachers with large 
numbers of students of Middle Eastern background. The findings 
suggested a strong need for a clearer awareness, recognition and 
understanding of the demands on teachers that arise in contemporary 
teaching practice in CCE.
9.4 Critical Reflection on Production Methods
As represented in Table 3 the use of experimental data to improve 
production methods formed a component of the research design (Table 
3, p. 226). In terms of critical reflection on the production techniques 
and methods used in constructing AEC with digital video several issues 
emerged. Teachers’ comments led to critical reflection on ways to 
improve the production format and ‘look’ of the DVD/video programs. 
Different views were expressed among teachers about how the subject 
matter could have been more effectively communicated with different 
video production techniques. One proposal was to have students present 
the content in scripted form. For most teachers, however, the strength of 
the resources based on AEC relied on the substantive subject matter 
content that experienced expert contributors communicated. Another 
production method could however, have involved a hybrid solution that 
combined the content of expert contributors with a student/s mediating 
the exchange of views with other students. As discussed below, the 
advent of technological change now allows for more ‘immersive’ 
pedagogical methods where teachers and students have the potential to 
act as designers and authors of AEC with video technology.
In this study, technological and budgetary restraints set clear parameters 
for the production methods used. Filming, editing, and DVD authoring
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costs fixed limits to what was practically feasible at the time of 
production. Sound and visual images could have been more 
professionally captured at many points. More disciplined editing of 
content could have communicated more. Improvements to the 
production process could have occurred if teachers had been more 
actively engaged in every stage of designing and producing the AEC 
adopted in class. The parameters defining the exploratory inquiry into 
the use of AEC did not however permit these possibilities. The 
approaches developed to enable the experimental use of AEC in ‘real- 
life’ classrooms were necessarily constrained by the ‘real-life’ logistics 
of every day teaching.
9.5 Building Knowledge in Civics and Citizenship: Reflecting on 
Next Generation Learning
Educators and policy makers around the world are making links between 
pedagogy, civic literacy, and new modes of teaching delivery with 
emerging technologies. Next generation learners are demanding a more 
inclusive and deliberative approach to the ways in which digital media is 
used in classrooms and schools. Collaborative networks of teachers, 
students and community groups are building and sharing knowledge 
through the use of technology in previously unimagined ways. Film, 
DVD, broadcast television, mobile communications, the Internet and 
emerging social media offer a vast range of learning pathways. Since the 
commencement of this study, the evolution of technology has generated 
far greater possibilities for interactive learning with web-based 
technology. This escalating rate of technological change guarantees that 
in-built obsolescence is an unavoidable part of integrating technology in 
the classroom, and conducting educational research into its impact. The 
shifting shape of emerging technologies means that enduring research- 
based evidence, and identifiable trends can be elusive. In this study the 
methods based on AEC and the use of digital video have attempted to
313
locate a pedagogical approach that can be adapted and applied to 
emerging technologies.
Pathways for next generation learning place a greater emphasis on 
conceiving teaching and learning as a design activity (Brown and 
Edelson, 2003). Technology offers teachers the possibility of new roles 
and professional identities as participants in communities of design 
practitioners that generate knowledge (Fischer and Ostwald, 2003). 
Different kinds of professional development take place when teachers act 
as designers, and producers of subject matter content. Developing and 
applying the research and design skills necessary to produce subject 
content in CCE offers a potential way to build and extend teacher subject 
matter knowledge (SMK) and pedagogical content knowledge (PCK) in 
the field.
In the 21st century, ‘high-civic-literacy’ societies are empowered to 
combine knowledge and understanding with technology in ways that 
permit greater civic knowledge and participation (Milner, 2000). As new 
technology emerges so, too, will students’ interest and involvement with 
it. Technology has generated new modes of user participation and social 
networking capable of building student knowledge and understanding of 
civics and citizenship in multifarious ways. Technology alone however, 
does not result in knowledge and understanding. Nor does it preclude 
poor, or weak learning outcomes. In the context of classroom learning, 
the impact of technology will be shaped by the central role of the teacher 
and pedagogical practice. Where teaching practice allows students to 
assume the roles of designer and producer of subject content, different 
forms of ‘immersive’ learning are possible (Duffy and Jonassen, 1992; 
Fischer and Ostwald, 2003; Reimann and Goodyear, 2003). Innovative 
teaching practice of this kind depends however, upon the willingness, 
capacity and commitment of teachers to configure the demands on their 
time, resources and skills in inventive ways (Kimbera and Wyatt-Smith,
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1996). As Cuban articulates, the risks attached to educational innovation 
and change create predictable dilemmas of their own in situations where 
values come into conflict in teaching practice (Cuban 2010). Integral to 
the balance of competing values is the teacher, and his, or her 
professional knowledge, skills, experience, personality, identity, 
motivation, and teaching context. This case study has investigated the 
essential role of the teacher in the field of CCE. The findings confirm 
that more needs to be known about how the qualities of teaching 
practices in CCE, along with the teaching contexts in which they are 
implemented, influence their impact (Kahne and Middaugh, 2008).
At the commencement of this study the prohibitive costs of video 
cameras, editing equipment, and postproduction facilities strictly limited 
the opportunities for producing audio-visual content for teaching 
purposes. In 2011 however, digital cameras, computers and the Internet 
are capable of inexpensively producing and communicating high-speed 
multi-sensory content for classroom learning. The methods expounded 
in this study have reached a point of cost effectiveness for teachers and 
students of civics and citizenship to practically experiment with video 
technology as designers, and producers of subject content. These 
methods are offered as an exploratory template for educators and 
students to reflect upon in the course of building knowledge and future 
collaborative partnerships in CCE. As Pegg, Reading, and Williams 
suggest:
It is evident that a great many (school) students, as the ‘digital’ 
generation, have high interest, confidence and capability with 
respect to the use of ICT in learning. A growing body of 
research attests to their ingenuity in a range of formal and 
informal learning contexts, strongly suggesting the worth of 
including them as collaborative partners in their own right. Such 
inclusions could provoke highly innovative, student-led 
implementation, assisting other stakeholders to reconfigure 
ICT-rich learning opportunities in ways that may not have 
previously been anticipated (Pegg, et. al. 2007, p. 177).
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As detailed in Chapter 3, the methods applied in this study posed 
obvious risks with respect to the reliability of data. Such limits must be 
openly acknowledged in practitioner-based research of this kind. On 
reflection, improved methodological rigor could clearly have enhanced 
the study. In particular, focus groups conducted with teachers by third 
party facilitators could have reduced the risk of bias, and enabled greater 
objectivity in the interpretation of data. Despite the methodological 
challenges encountered, the combined use of case study and action 
research methods served to provide a wide source of rich in-depth data 
that have shed light on how teachers conceive and approach CCE in 
diverse teaching contexts. Grounded in real life teaching practice, the 
labour-intensive investigation undertaken offers insight into the 
acquisition of knowledge in CCE from a micro perspective. 
Significantly, the methods applied enabled a practical and mutual 
exchange of knowledge between CCE teachers, students and the 
researcher in the field. Without the use of action research methods the 
participation of CCE teachers and secondary school students in the 
research process could not have occurred.
This research does not purport to be a representative study of CCE in 
secondary schools. Its findings cannot be interpreted as indicative of 
teaching practice in general. If contemporary teaching practice in civics 
and citizenship within Australian secondary schools is to be 
comprehensively understood, more extensive research is called for at a 
national level. An essential part of any future research must involve the 
investigation of the extent to which the ‘digital divide’ identified in this, 
and overseas research continues to impact on current teaching practice 
(Putnam, 2009; Selwyn and Facer, 2007; BBC Education Reporter, 
2007). As Selwyn and Facer point out, it is important to move beyond 
the assumption that simply providing hardware and access to technology 
will bridge the longstanding inequalities in opportunity and access to
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learning. How technology is used is more important than simply having 
access to it (Selwyn and Facer, 2007).
The ubiquitous nature of digital technology suggests that the design of 
research into contemporary teaching practice in civics and citizenship 
must be recognised as a distinct, complex and multi-layered problem­
solving domain. Consideration must also be given to the inherent 
complications that arise when determining how policy makers, 
academics, and teachers can adequately make critical judgments and 
decisions about innovative learning methods, in circumstances where 
their own education rarely, if ever, involved the application of digital 
technology. In meeting such challenges in the future, collaborative 
action research offers a valuable and viable pathway that can support 
beneficial learning outcomes for teachers, students and researchers 
alike.
The pedagogical methods and approaches set out in this study sit 
consistently within the framework of the Melbourne Declaration on 
Educational Goals for Young Australians. The Melbourne Declaration 
was agreed to on 5 December 2008 by State and Federal government 
Education Ministers meeting as the Ministerial Council on Education, 
Employment, Training and Youth Affairs (MCEECDYA, 2009). 
Developed in consultation with the Catholic and Independent school 
sectors, these stated goals highlight the value of developing strong 
partnerships that can respond to complex problem solving in CCE. In 
setting future directions for Australian schools, Goal 2 of the 
Declaration seeks to ensure that all young Australians become 
successful learners, confident and creative individuals, and active and 
informed citizens. Active and informed citizens are conceived as being 
responsible local and global citizens who are ‘committed to national 
values of democracy, equity, justice and participation in Australia’s 
civic life’ (MCEECDYA, 2009).
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The Melbourne Declaration is supported by an action plan for 2009- 
2012 under which all Australian governments, universities, school 
sectors, and individual schools have a responsibility to work together to 
implement programs that are responsive to students developmental 
needs and which are ‘challenging, engaging and rewarding’ 
(MCEECDYA, 2009). The methods and approaches offered by this 
study can be viewed as complementary to the strategies and initiatives 
currently proposed in the 2009-2012 Action Plan. This plan places 
emphasis on the transfer of knowledge and skills development in design 
and technology that is capable of translation into practical applications 
and learning outcomes (MCEECDYA, 2009).
Achieving the goals expressed in the Melbourne Declaration and its 
associated Action Plan presents an enormous task. An essential part of 
this task involves teacher education in CCE that can support quality 
teaching through both in-service and pre-service teacher training. For 
this to be achieved further inquiry into contemporary teaching practice 
is needed to discover the most appropriate forms of support for CCE 
teachers and students in the field. The diverse competing pressures 
placed on CCE teachers demand creative and dynamic research 
initiatives that value and involve teachers and students as an integral 
part of the research process. By importing external expertise that 
includes technical support, inventive research design can investigate the 
pedagogical benefits of technology while assisting teachers to gain 
knowledge and confidence in the use of technology. In this way 
dedicated learning partnerships that actively and collegially embrace 
digital technology hold the potential to improve knowledge building in 
our classrooms and schools.
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